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That the gifted child is superior to the average child in most 
aspects has "been shown by a number of researchers (Terman, 1925I Burt, 
1975; Hildreth, 1952). let as Burk6, Jensen, and Terman (1930) found, 
there are areas in which the gifted does not excel. In determining the 
characteristics of the gifted, Burks et al (1930) found parents and 
teachers rating gifted children relatively highest on Intellectual 
trai s and relatively lowest on social traits such as "fondness for 
groups," "popularity," and "leadership." More than half of the children 
studied were rated in the mid-range in the area of social adjustment 
"indicating a capacity for social adjustment about equal to that of the 
average individual suggesting the conclusion that gifted children do 
not differ so very greatly from other children in their social traits
(p. 193-19*0."
Even though resembling his agemates in the area of social skills, 
the intellectual maturity and superiority of the gifted child may cause 
him to become easily bored with the activities of his own aige group and 
cause him to seek the company of older children whose interests may 
intrigue him and challenge his ability to compete with them and who 
have more compatible mental ages (Thom and Newall, 1957; Vernon, Adamson, 
and Vernon, 1977; Dunlap, 1958). According to Dunlap (1958), this 
seeking of older companions is successful only up to a point.
A ten-yeax-old having an IQ of 140 (mental age of 14) often 
can enjoy the company of a twelve-year-old with an IQ of 120 
(mental age of 14 also) and generally he will be accepted by 
the older child. However, if the ten-yeax-old child has an
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IQ of 160 (mental age ef 16), he Is net at all likely te be 
acceptable te a feurteen-year-eld adolescent with an IQ 
ef 120 (alse having a mental age ef 16). In the latter In­
stance the physical and seclal differences are usually tee 
great te be bridged even by cempatlble mental characteristics
(p. 155).
Because ef this disparity In chreneleglcal and mental age, the 
gifted child may face a lack of peerness er have difficulty in estab­
lishing a compatible peer greup (Zaffran, 1978; Burt, 1975). This 
difficulty, accerding te Zaffran (1978), can centrlbute te a lack ef 
communicating with ethers whe have similar needs, interests, and abili­
ties. Malene and Meonan (1975) contend that the gifted child needs the 
social and emotional support ef a greup ef intellectual and chronologi­
cal peers in order te maintain the positive self concept that is 
related te high achievement. This support greup alse allows for intel­
lectual interaction between true peers that can stimulate the trans­
formation ef abilities into productive reality. Magary and Freehill 
(1972) point out that this interaction— composed ef discussion and 
dialogue— can help the gifted individual test out ideas and enhance his 
personal development.
In discussing the process through which the gifted child seeks 
and strives for self actualization, Drews (1971) writes
It is assumed that the creative, intellectual and ethical 
growth of the individual will be greater if he is given 
opportunities to participate in many kinds of group discussions; 
learning the art of conversation and coming to critical 
evaluations of his beliefs (p. 116).
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McCandless (1970) cites the ability to contribute to social situations; 
i.e., group interactions, in at least a moderately positive rather than 
a neutral or negative way as one behavior typical of the sell-social­
ized child. Dunlap (1975) contends
Gifted children respond well to grouping. In the company of 
other bright, zealous youngsters, incentive to grow in know­
ledge, understanding, and skill is enhanced. Certainly in 
the intellectual axeas of the school program these children 
need the mental stimulus which they can give each other (p. 177)* 
If this kind of group interaction can be beneficial to the child 
and his development (Zaffran, 1978; Malone and Moonan, 1975* Magary 
and Freehill, 1972; Drewa, 1971f Dunlap, 1975? Issacs, I968) and if his 
skills in social or group interactions are not as developed as his 
other skills (Burks et al, 1930), then perhaps focusing on the increas­
ed development of the child's group skills would further enhance his 
total growth and development. This is an area of research involving 
the gifted that is somewhat void.
Research on the practice of grouping gifted children in some manner 
for educational enrichment is not void. Total schools have been and 
are being devoted to educating the gifted. Special classes for part or 
all of a school day have been utilized. Individualized enrichment has 
been employed to provide the child with extra attention while leaving 
him within the regular, heterogeneous classroom (Hildreth, 1952? Kirk,
1972; Newland, 1976; Gallagher, I959). In looking at the need for 
these grouping practices, researchers have focused on the intellectual 
outcomes, i.e., increased knowledge or interest in a subject, continued 
pursual of a topic, demonstrated excellence or mastery in an area
li*
(Abramsen, 1959} Miller, 1959} Witty and Wilkins, 1933) rather than en 
precess *r affective eutcemes.
Accerding t* Renzulli (1977)( educaters have everemphasized the 
"what" and the "hew much" ef enhancing the gifted child's educatien and 
have let the "hew" fend fer itself. He centends that the gifted sheuld 
be aware ef and previded with as many eptiens fer dealing with preblems} 
i.e., discevering answers te questiens, learning new infermatien, etc.} 
as are available. A child sheuld have at hand a number ef strategies 
fer attacking a preblem in erder te cheese the mest efficient and pre- 
ductive. Per this reasen, Renzulli advecates develeping the thinking 
precesses te their fullest petentials. Werking as part ef a greup is 
ene ef the precesses er strategies Renzulli discusses.
Because ef the segmented, fractienallzed nature ef eur seciety, 
many educaters see the ability te functien within a greup as vital te 
eur seciety's pregress (Jehnsen and Jehnsen, 1975} Newland, 1976} 
Cartwright and Zander, 1968a, b). The self sufficiency ef the late 
19th century has been replaced by a pattern ef interdependency in eur 
urban, industrialized natien. We are learning mere specialized cerape- 
tencies which have led te a sharing ef respensibilities fer accemplish- 
ing what is needed in and by seciety (Newland, 1976). Being a part ef 
seme kind ef greup is inevitable. We are members ef a family, a scheel 
greup, a play greup, a werk greup, etc.; and we eften find eurselves 
relying/depending en eur fellew greup members fer aid and assistance 
(Watsen and Jehnsen, 1972).
Many ef eur geals can be achieved enly with the ceeperatien 
and ceerdinatien ef ethers. The peeling ef reseurces te 
accemplish cemiten ebjectives results in advantages fer each
group member that he or she could never enjoy through 
Individual action (Johnson and Johnson, 1975» P» !)•
Our attempts at working together do not always result in shared 
benefits. The consequences may indeed be negative and may thus sour 
our attitudes toward working as part of a group (Watson and Johnson, 
1972). For these reasons Cartwright and Zander (1968a) contend that 
"the functioning or malfunctioning of groups is recognized increasingly 
as one of society's major problems (p. 3)."
How can this problem be attacked? Cartwright and Zander (1968b) 
feel that a correct understanding of the process of group dynamics can 
permit the possibility of deliberately enhancing the desirable conse­
quences that can be derived from groups. And what better place to 
develop this understanding than the school, one of the primary groups 
to which we belong, since the school setting is a "highly contributive 
social milieu which involves the resultants and concomitants of inter­
action between and among the learner and his significant others 
(Newland, 1976, p. 139)?"
It is helpful when examining the benefits and problems inherent 
in group settings to also examine the aspect of leadership since the 
nature of the influence exerted through the existing leadership pattern 
will have some type of effect on the dynamics of the group interaction 
and vice versa (White and Lippit, 1968).
Various personality qualities have been attributed to leadership, 
as have theories been developed to explain the condition of leadership. 
Bird (19^0) examined research conducted prior to 19^0 on traits dis­
tinguishing leaders from nonleaders to compile those found to be in 
common. He found that only about five per cent of the discovered
group member that he or she could never enjoy through 
individual action (Johnson and Johnson, 1975» P* l)•
Our attempts at working together do not always result in shared 
benefits. The consequences may indeed be negative and may thus sour 
our attitudes toward working as part of a group (Watson and Johnson, 
1972). For these reasons Cartwright and Zander (1968a) contend that 
"the functioning or malfunctioning of groups is recognized increasingly 
as one of society's major problems (p. 3)*"
How can this problem be attacked? Cartwright and Zander (1968b) 
feel that a correct understanding of the process of group dynamics can 
permit the possibility of deliberately enhancing the desirable conse­
quences that can be derived from groups. And what better place to 
develop this understanding than the school, one of the primary groups 
to which we belong, since the school setting is a "highly contributive 
social milieu which involves the resultants and concomitants of inter­
action between and among the learner and his significant others 
(Newland, 1976, p. 139)?*’
It is helpful when examining the benefits and problems inherent 
in group settings to also examine the aspect of leadership since the 
nature of the influence exerted through the existing leadership pattern 
will have some type of effect on the dynamics of the group interaction 
and vice versa (White and Lippit, 1968).
Various personality qualities have been attributed to leadership, 
as have theories been developed to explain the condition of leadership. 
Bird (19^0) examined research conducted prior to 19^0 on traits dis­
tinguishing leaders from nonleaders to compile those found to be in 
common. He found that only about five per cent of the discovered
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traits were common to four or more investigations. Stogdill (1950) 
conducted a similar investigation with much the same results. He did 
find support for the conclusion that leaders excel nonleaders in intel­
ligence, scholarship, dependability and responsibility, activity and 
social participation, and socioeconomic status.
Perhaps looking at the behavioral conduct exhibited by leaders 
would be more enlightening in understanding leadership. McCoy (1972) 
sees a leader as being able to assemble and hold together a group and 
as being adept at public relations. Carter, Haythorn, Shriver, and 
Lanzetta (1958) describe a leader as being characteristically concerned 
with getting insight or analyzing the situation and with initiating 
the action required. Despite the number of characteristics one may 
list, there does seem to be agreement for the notion that the behavior 
characterizing a leader will vary depending on the type of group and 
its function (Cattell, 1951; Cartwright and Zander, 1968c; Fiedler, I968).
Leadership has been ascribed by various researchers as character­
istic of the gifted child (Lewis, 1959; Hildreth, 1952; Burt, 1975;
Terman, 1925); but as Hildreth (1952) points out, whether one displays 
leadership skills or not depends on certain emotional factors and 
environmental circumstances that are essential for the successful in­
fluencing of one's associates. Environmental circumstances have, at 
times, worked against the gifted. According to Magary (1972) political 
and social leadership has rarely been given to and often withheld ffcom 
the competent experts, employing them rather as consultants because of 
an "egghead" label (p. I85). Hildreth (1952) supports this contention, 
stating that too few gifted specialize in the kind of leadership that 
directly Influences people for the common good. A twenty-year follow-
1?
up (Terman and Oden, 19*+?) of the careers of 1,000 highly intelligent 
children from California showed that relatively few of them had reached 
the rosters of famous leaderst 0% were directors of large foundations 
or college/university presidents; .5% were deans or department heads;
,7$> were listed in "Who's Who"; 1.9^ were listed in American Men of 
Science; and .1% were members of the National Academy of Science.
If then the gifted child does not actively use his leadership 
qualities and skills, these skills could atrophy, for the development 
of leadership qualities "proves to be proportional to a person's 
educational opportunities and the quality of the training (Hildreth,
1952, p. 5)»” Leading thinkers in the field of the gifted voice strong 
opinions of the development of gifted leadership. White (1970) feels 
leadership roles should be encouraged and enhanced for the gifted child. 
Issacs (1973) believes that the development of leadership skills in the 
gifted can be of great benefit to the total community. Hildreth (1952) 
contends the gifted should be guided toward positions of leadership in 
professions requiring professional training beyond college; professions, 
she feels, toward which the gifted have not been guided in the past (p. 8).
Newland (1976) points out that we must be aware of society's 
continuing need for superior contributions by the gifted. He states 
that we are justified in "expecting them, with the help of education, 
to make superior contributions to society in one or more areas of major 
social significance (p. 1U4)." Martin (1975) believes that the progress 
of our society is largely dependent on the accomplishments of the 
gifted, "Only the gifted possess the talents of leadership, intellect, 
and ingenuity and the unification techniques necessary to bring man's 
multiculture together to function as a well-greased machine (Laird and
18
Cangemi, 1973* P« 179)•" But these talents must be developed to their 
fullest in order to be used to advantage.
If these traits are characteristic of the gifted and if our future 
is dependent upon their skillful use of these traits, is the education­
al system doing all it can to help the gifted child develop these 
talents? Renzulli (1977) and Kamii (1975) suggest that perhaps the 
educational system is not doing all it can to focus on the total child 
when indeed it should. According to Renzulli (1977) and DeHaan and 
Havinghurst (I96I) the gifted child needs and should be given the op­
portunity to develop all his natural abilities and to acquire and 
master a myriad of skills so that he will be more than prepared to 
make the superior contributions society expects.
In a pilot study conducted by the investigator and her associate 
during July 1978 (Appendix A), sixteen gifted children from the Virginia 
Peninsula area came together for a three week workshop in basic tele­
vision production. All but one of the children were novices in the 
field. The structure of producing a television program requires a 
considerable coordination of effort for there are many jobs that must 
be brought together in order to achieve success.
During the first week of the workshop which involved the production 
of commercials, the instructors observed three strong tendencies on the 
part of the children: l) to try to do all the work alone; 2) to give
directions in such a way as to alienate crew members; or 3) to assume 
an attitude of superior knowledge, disclaiming the need for any assis­
tance or direction. These tendencies were seen singly and in combina­
tion.
As the children became more at ease with the technology and with
19
each other, they came to realize how much more they could accomplish 
by pooling their resources and working with one another rather than 
against one another. By the completion of the workshop, the children 
had developed into a smoothly running production crew of which any
television station could have been proud.
In a production workshop for students at the College of William 
and Mary, an institution that prides itself on the outstanding intel­
lectual ability of its students, the investigator and her associate 
observed a similar sequence of events but with different consequences.
A very bright young man, with considerable knowledge about television 
production, managed to alienate most of his fellow workshop members 
through his refusal to involve them in the production process. His 
inability and refusal to work within and with the group resulted in the 
absence of a crew for the young man's productions.
Can the gifted child benefit from instruction in group processes?
Any activity that will enhance the child's growth as an individual and 
as a member of society will be of benefit to both the child and his 
society (Newland, 1976j Gold, I965).
Statement of Problem
In light of this evidence, the investigator asked» Could, as 
Renzulli suggests, the gifted child be aided in the increased develop­
ment of skills which are considered characteristic such as leadership 
skills and group interaction behaviors through participation in an 
activity that required the child to work as part of a group and also 
to act as that group's leader?
Answers to more specific questions were also soughti Does a
20
child's age make a difference in the behaviors he displays within a 
group setting? Will gifted females interact within a group differently 
than gifted males? Will the development of leadership skills in gifted 
children differ according to their age or sex? Do gifted children who 
manifest certain personality traits that differentiate them from each 
other interact differently within a group of intellectual peers?
In an attempt to answer these questions, the purpose of this study 
was to determine if group interaction and leadership skills could be 
increased in gifted children through their participation in a structur­
ed group experience requiring teamwork efforts and active leadership 
behavior. In juxtaposition to this major thruBt of the study, there 
was also an attempt to discover if children who differ from one another 
on the personality dimension of independence respond differently in 
group situations.
To examine the major thrust of the study, twenty subjects, in two 
pre-assembled groups, were assigned to one treatment and one control 
group. The treatment condition consisted of a workshop in television 
production which required the participants to work as part of a group 
and periodically to serve as its leader. Pre and posttesting of the 
interactions of the treatment and control groups were accomplished 
using Bales' Interaction Process Analysis to rate the interactions.
The subjects were also assessed through self, teacher, and peer ratings 
using the Barclay Classroom Climate Inventory (BCCl).
In examining the secondary thrust of the study, thirteen subjects, 
who scored differentially on the Independence factor of the Children's 
Personality Questionnaire (CPQ), were assessed in terms of their group 
skills during an Advanced Workshop in Television Production using the
Bales' Interaction Process Analysis.
Theoretical Rationale
In order to put the concepts inherent in these chosen treatments 
and assessment instruments into a more workable perspective, one needs
to examine the basic question oft How does one acquire or learn a new
skill? Johnson and Johnson (1975) use the concept of experiential 
learning to describe learning that is a result of direct participation in 
an activity. For example, one may read a book about marriage and may 
learn a great deal of information from it, but this activity may not 
produce the same kind of learning about marriage that being married will 
produce.
Experiential learning is based upon three assumptionsi that 
you learn best when you are personally involved in the learn­
ing experience, that knowledge has to be discovered by your­
self if it is to mean anything to you or make a difference in
your behavior, and that a commitment to learning is highest 
when you are free to set your own learning goals and actively 
pursue them within a given framework...It emphasizes directly 
experiencing what you are studying, building your own commit­
ment to learn, and your being partly responsible for organ­
izing the conclusions drawn from your experiences (Johnson 
and Johnson, I975t P» ?)•
Johnson and Johnson (1975) strongly support the use of experiential 
learning in teaching about group dynamics. They refer to the studies 
on group behavior conducted by Kurt Lewin in the 1930's and 19*4-0's. 
Lewin's findings demonstrate to Johnson and Johnson (1975) "that learn-
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lng is achieved most productively in groups where people could inter­
act and then reflect upon their mutual experiences. In this way they 
are able to spark each other's creativity in coming to conclusions 
relevant to group dynamics and in making commitments to the group to 
behave in more effective and skillful ways (p. 6)." His (Lowin's) 
research emphasizes the importance of active participation in groups 
in order to learn new skills, develop new attitudes, and make behavior 
patterns more effective. Reneulli's (1977) Triad Enrichment Model for 
educating the gifted seems a logical extension of experiential learning, 
or learning through direct involvement.
Renzulli conceives of his model as a three level enrichment 
program; enrichment being "experiences or activities that are above 
and beyond the so called 'regular curriculum' (p. 13-1*0." Level or 
Type I activities, Group Exploratory activities, are chosen for their 
ability to bring the learner into touch with topics or areas of study 
in which the learner might have a sincere interest. Experiences at 
this level "should provide opportunities for looking into and becoming 
involved with that which is on display, being presented, or being 
produced (p. 22)." The two major objectives of this first level of 
enrlohment are (l) to provide students and teachers with ideas for 
what constitutes a genuine Type III activity for either an individual 
or a small group with a common interest and (2) to aid teachers in 
deciding what kinds of Type II activities should be selected for 
particular groups.
Type II Enrichment, Group Training Activities, consists of "methods, 
materials, and instructional techniques that are mainly concerned with 
the development of thinking and feeling processes (p. 24)," processes
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suoh as brainstorming, interpretation, elaboration, evaluation, aware­
ness, and value clarification* Renzulli sees this shift in emphasis 
away from content and toward the thinking and feeling processes at this 
point as positive and necessary since these processes provide students 
with skills and abilities that better enable them to handle new problems 
and situations since the processes develop generalized strategies for 
attacking problems in a variety of content areas (p. 25). The objective 
at this level of enrichment is “to develop in the learner the processes 
or operations (the 'powers of the mind*) that enable him or her to deal 
more effectively with content (p. 2^-25)•" Content is chosen in line 
with student interests but is secondary to the thrust of instruction at 
this level. Phase I of this study qualifies as a Type 11 activity 
since the emphasis in this phase is placed on developing the subjects' 
group interaction processes and does not focus on the content area.
While Type I and II activities can be beneficial to all students, 
Renzulli sees them as an important prelude to Type III activities 
because they deal with strategies for expanding student interests and 
developing the thinking and feeling processes and because they repre­
sent a logical input and support system for Type III (p. 13).
Type III, Individual and Small Group Investigations of Real 
Problems, is composed of activities in which the student or a small 
group of students becomes "an actual investigator of a real problem or 
topic by using appropriate methods of inquiry (p. 29)•" The study of 
real problems "focuses on the identification and delimitation of 
problems that are similar in nature to those pursued by authentic re­
searchers or artists in particular areas of study (p. 31)" as opposed 
to consumer-oriented study in which the student gathers the information
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and conclusions of other people and writes a report tying it all 
together. The student, at this level, becones an actual investigator 
just like the professionals. Renzulli sees this third type of activity 
as the nost necessary and defensable for the gifted (p. 32)* Phase II 
of this study qualifies as a Type III activity; the subjects are called 
upon to perform just as actual professionals in the field of television 
would perform.
In summary, the theoretical foundation for the orientation of this 
study was found in Johnson and Johnson's theory of experiential learning 
or learning through direct participation in an experience as seen in 
Lewin's field theory and in Renzulli's Triad Enrichment Model for 
educating the gifted.
Hypotheses
Specific testable hypotheses for the study were generated from 
the above statement of problem and theoretical rationale. These hypoth­
eses fall into two categories! 1) comparing the effects of treatment, 
and 2) determining relationships.
For the purposes fo this study, the following hypotheses were 
postulated i
Hypothesis It There will be no statistically significant difference 
between the acquisition of positive group interaction skills of the 
treatment and of the control groups as measured by the Bales' Inter­
action Process Analysis,
Hypothesis 2i There will be no statistically significant 
difference between the acquisition of leadership skills of the treat­
ment and of the control groups as measured by the Bales' Interaction
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Process Analysis.
Hypothesis 3t There will be no statistically significant 
difference between the peer ratings of the treatment and of the oontrol 
groups as measured by the Barclay Classroom Climate Inventory.
Hypothesis ki There will be no statistically significant 
difference between the teacher ratings of the treatment and of the 
control groups as measured by the Barclay Classroom Climate Inventory.
Hypothesis 5: There will be no statistically significant difference
between the manifestation of group interaction skills or leadership 
skills of gifted children who have been designated as high independent 
or low independent on the basis of the Children's Personality Question­
naire.
Hypothesis 6t There will be no statistically significant difference 
between teacher ratings as measured by the Barclay Classroom Climate 
Inventory of gifted children designated as high independent or low 
independent on the basis of the Children's Personality Questionnaire.
Definition of Terms
For an adequate understanding of the variables used in this study 
to test these hypotheses, the following terms were identified and 
defined.
Gifted. For the purposes of this study, gifted children are 
defined as those children, identified by professionally qualified persons, 
who by virtue of outstanding abilities are capable of high performance. 
They require differentiated educational programs and/or services beyond 
those normally provided by the regular school program in order to 
realize their contributions to self and society. Children capable of
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high performance include those with demonstrated achievement and/or 
potential ability in any of the following areas, singly or in combination! 
(l) general intellectual ability, 2) specific academic aptitude, 3) cre­
ative or productive thinking, *0 leadership ability, 5) visual and 
performing arts, and 6) psychomotor skills. Culturally different gifted 
children must also be identified. This definition is that accepted by 
the Office of Gifted and Talented of the United States Office of Education.
Small Group. For the purposes of this study, a small group is 
defined as any number of persons engaged in
interaction with each other in a single face-to-face meeting 
or a series of such meetings, in which each member receives 
some impressions or perception of each other member distinct 
enough so that he can either at the time or in later question­
ing, give some reaction to each of the others as an individual 
person, even though it be only to recall that the other person 
was persent (Bales, 1951# P« 33)•
Group Interaction Behaviors. The attributes of a group that make 
it a group aret 1) interaction, members stimulating and responding to 
one another, 2) satisfaction, its existence satisfying some needs in 
each member, 3) self-awareness of the group as a group and a sense of 
belonging. The factors which contribute to the smooth functioning of 
a group are motivation to contribute to the group's well-being, to 
participate in its activities, and to help obtain the group objectives 
(Watson and Johnson, 1972).
For the purposes of this study, specific positive group interaction 
behaviors which contribute to the smooth functioning of the group are 
defined as those behaviors whichs
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1. Show solidarity, raise other's status, give help, reward;
2. Show tension release, joke, laugh, show satisfaction;
3. Agree, show passive acceptance, understand, concur;
4. Give suggestion, direction, implying autonomy for others;
5. Give opinion, evaluation, analysis, express feeling, wish;
6. Give orientation, information, repeat, clarify, confirm;
7. Ask for orientation, information, confirmation;
8. Ask for opinion, evaluation, analysis, feeling expression;
9* Ask for suggestion, direction, possible ways of action 
(Bales, 1951).
Leadership, According to Hollander and Julian (1969)> leadership 
constitutes an influence relationship between two or more persons who 
depend upon one another for the attainment of mutual goals within a 
group situation. Leadership behaviors are those characterized by 
attempts to gain Insight or analyze the situation and to initiate action 
required of the group (Carter, et al., 1958)* Specific leadership 
behaviors, for the purposes of this study, are defined as those which!
1. Give suggestion, direction, implying autonomy for others;
2. Give opinion, evaluation, analysis, express feeling;
3. Give orientation, information, repeat, clarify, confirm;
k. Ask for orientation, information, repetition, confirmation;
5. Ask for opinion, evaluation, analysis, feeling expression;
6. Ask for suggestion, direction, possible ways of action 
(Bales, 1951).
Independence. Porter and C&ttell (1979) define independence as a 
second-order personality factor. It is seen as a secondary because it 
arises from the intercorrelations of several primary factors and may be
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viewed as a broad influence or organizer contributing to the primaries 
and accounting, in part, for their being correlated. This trait "is 
associated with ability to maintain 'field independence' in perception, 
higher criticalness of judgment, precision and exactitude of performance, 
masculine aggressiveness, and creativity (p. 39)."
Ethical Considerations
The ethical guidelines established by the American Psychological 
Association, the American Personnel and Guidance Association, and 
Chapter 13, "Human Research," of the Code of Virginia were followed in 
conducting this study.
Permission was obtained from each parent before a child was 
involved in any form of testing. Permission to videotape each child 
was obtained as the child was enrolled in the workshop. Copies of the 
permission forms are found in Appendix B.
Confidentiality of all test scores was maintained. Test results 
obtained from the Barclay Classroom Climate Inventory were turned over 
to the Williamsburg-James City County school system. Children and/or 
parents requesting the results of the testing for themselves or their 
children were given access to those results.
Following the completion of the workshops, subjects were debriefed 
and the purposes of the study explained. Participating families were 
supplied with an abstract of the investigation.
Plan of Presentation
In the preceding chapter the present investigator has dealt 
primarily with the introduction, statement of the problem, theoretical 
rationale and hypotheses. In Chapter 2 the related research supporting
the theory, the chosen treatment methods, and the designated population 
are presented. Chapter 3 is devoted to describing the sample, a 
validation of the instruments used, an outline of the treatment condl- 
tions, the procedure for data collection, the experimental design 
employed, and the statistical method of analysis. Results pertinent to 
the stated hypotheses and additional findings are presented in Chapter k. 
The fifth and final chapter is composed of a summary of the study, 
conclusions drawn from analysing the data, limitations of the experi­
ment, and a discussion of the implications and recommendations the 
investigation has for future researah.
Chapter 2
Review of Research
The purpose of this chapter is to present existing research 
relating to the problem stated in Chapter 1. Accomplishing this end 
requires that giftedness be defined, the research that has significance 
to this specific population be reviewed, and the chosen treatment 
methods be considered in terms of their effectiveness studies.
As a result of the passage of lubllc Law 91-230# the accepted 
definition of giftedness and talent expanded, Otey (1978) details the 
five areas that comprise the scope of giftedness and talent. The child 
is evaluated in the following areasi
1. Intellectual ability* a child possessing general intel­
lectual ability who is consistently superior to other 
children in the school to the extent that he needs and 
can profit from specially planned educational services 
beyond those normally provided by the standard program;
2. Creative Thinking: that child who consistently engages
in divergent thinking that results in unconventional 
responses to conventional tasks to the extent that he 
needs and can profit from specially planned educational 
services beyond those normally provided by the standard 
school program;
3. Leadership ability» that child who not only assumes 
leadership roles but also is accepted by others as a 
leader to the extent that he needs and can profit from 
specially planned educational services beyond those
normally provided by the standard school program; 
k. Visual and Performalrg Arts ability; that child who by 
consistently outstanding aesthetic production in graphic 
arts, sculpture, music, and dance needs and can profit 
from specially planned educational services beyond those 
normally provided by the standard school program;
5. Specific Ability aptitude; that child who has an aptitude 
in a specific area such as mechanical aptitudes or 
psychomotor ability that is consistently superior to that
of other children to the extent that he needs and can
profit from specially planned educational services 
beyond those normally provided by the standard school 
program (p. 16-21).
The Gifted Child
Who is the gifted child? What distinguishes or sets this child 
apart from the rest of the crowd? The first major study to find and 
Identify the gifted child was conducted by Lewis Terman and his associ­
ates (1925). The purpose of his investigation was to determine in what
respects the typical gifted child differed from the typical child of 
normal mentality. Data were collected on more than 1,^00 children with 
more in-depth data being compiled on 6^3 of those children. These were 
felt to constitute a typical group of gifted children.
A large assortment of instruments was used to obtain all the 
desired information. The researchers employed teacher nominations, 
several intelligence tests, special recommendations, sibling information, 
school surveys, and ‘’luck” to draw together the main experimental
32
group. The data obtained to characterize the experimental group were 
collected from surveys and interviews conducted with teachers, parents, 
classmates, and the children themselves; achievement testB, personality 
tests, doctors' records, character assessments, etc. (Terman, I925)•
Terman's findings were impressive. The gifted group was found to 
be superior to the average group in the following areas:
1. As a group the children were above the best standards for 
American-born children in physical growth status for average standing 
height and weight;
2. The gifted tended to weigh more at birth, walk earlier, and 
to be generally more healthy;
3. The group excelled in all fields of scholastic accomplishment 
and tended to be more interested in school subjects that were abstract;
4. The gifted children showed greater interest in leisure activi­
ties requiring thinking and that are mildly social and quiet;
5. On a battery of seven "character" tests, the gifted showed 
significant superiority. "The gifted child of 9 years has reached a 
level of character development corresponding roughly to that of unse­
lected children of years (p. 516)."
6. The group was intellectually superior, with IQ scores falling
into the upper ranges; and
7. The reading of the gifted surpassed the unselected group in
quantity and breadth of interest.
When parents and teachers were asked to rate the gifted children 
on twenty-five traits and then rank order those traits by category, the 
gifted were seen as excelling most in intellectual and volitional traits 
but least in physical and social triats.
In a follow-up study of this same group by Burks, Jensen, and 
Terman (1930), a great deal of consistency of results was found. Of 
partlcualr Interest were the findings In the area of social traits.
The gifted were found to score exceptionally well on the George 
Washington University Social Intelligence Test. This test, however, 
does not measure what an individual would actually do in a social 
situation; it only measures one's knowledge of how one ought to act or 
what one ought to do in various social situations. Data were also 
found to support earlier findings that the gifted child was neither 
sought nor avoided any more nor any less than the normal child. Field 
ratings based on home, school, and child interviews were made of the 
children' 8 social adjustment. Five categories were used to rate each 
child with the top and bottom categories representing the extremes. 
Ratings were made by two field assistants who agreed perfectly 52% of 
the time and never differed by more than two categories in their ratings. 
Over three-fourths of the gifted children were ranked in the middle 
category or below (Boys=?8.2%, Girls*75%)• The researchers concluded 
that this finding coupled with parents' and teachers' lower ratings of 
social traits suppest that "gifted children do not differ so very 
greatly from other children in their social traits (p. 19*0 •"
Burt (1975). through surveys conducted in the London schools and 
"brief but systematic" case histories for each of the "ablest pupils in 
each age group (p. I50)," determined the gifted child to be (1) generally 
above average in height and weight with the frequency of abnormal 
physical and nervous conditions below normal; (2) having quick under­
standing, a retentive memory, a large vocabulary, persistent curiosity, 
and an exceptional Interest in such things as numbers and their rela­
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tions, encyclopedias, atlases, etc.; (3) showing originality; (4) ex­
periencing an accelerated early development, wanting to know why, 
quick to discover cause and effect relationships, showing a quick and 
sustained attention, and being quick to learn; (5) having a wide range 
of leisure interests; and (6) being well ahead of other children in 
emotional stability and social adaptability. No mention was made as 
to the types of social situations to which the child easily adapted.
Hildreth (1952), speaking from her years of working with and 
observing gifted children at Hunter College Elementary School, char­
acterizes the gifted as having high-powered intellectual curiosity 
which leads them to search out facts for themselves; a quick grasp 
of fundamental principles and meanings which enables them to retain 
facts because they have the understanding; having reflective minds 
which enable them to encompass a wide range of knowledge, to relate 
information to problem solving activities, to grasp new ideas easily, 
to examine a problem or controversial situation from all sides, to 
think logically beyond their years; being able to develop their own 
interests and to set intellectual tasks; and to display powers of social 
and intellectual leadership from an early age. The gifted are happy, 
emotionally stable, friendly, well adjusted, outstanding in character 
development, above average in ethical conduct and moral traits, and are 
honest in their dealings with others (p. 186).
In summarizing the research conducted on the personality traits 
of the gifted during the period from 1950 to I960, Durr (1971) reported 
that the research found the gifted did not deviate markedly from the 
average child in personality patterns and in reactions to frustration. 
The gifted were found to be significantly superior in many desirable
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personality traits when compared with children of below average 
intelligence.
In an attempt to determine to what extent gifted elementary school 
children in special classes differ,in behavior and personality charac­
teristics from gifted children who were not in special classes, Barbe 
and Chambers (1964) asked teachers to rate 198 gifted children in nine 
areas of behavior and personality characteristics. Using the Gallagher- 
Crowder scale, the teachers rated each child on a four-point Interval 
in each of the following areast academic ability, contributions to 
class, creativity, leadership, persistence, enjoyment, social ability, 
behavior disorders, and fears.
Over 10# of the children in special classes were rated as being 
extremely defioient in traits of leadership, persistence, and social 
ability. More than half of this group ranked in the lower half of the 
leadership scale. The gifted children remaining in regular classes were 
also rated lowest in the area of leadership. No attempts were made to 
correct these deficiencies through changes in the curriculum.
In a study of the gifted child's adjustment to the regular class­
room, Gallagher and Crowder (1959) examined 35 children by case study 
methods over a two year period. The children were assessed in three 
wayat 1) an extensive battery of tests measuring intelligence, 
achievement, and personality development} 2) a measure of social accep­
tance obtained by administering a sociometric technique to each class 
in which there was a gifted child; and 3) parent and teacher interviews. 
The results indicated that 49# of the children had some minor adjust­
ment problem, "incidental difficulties experienced by the children 
which seemed to sap some of their potential without being serious or
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chronic enough to justify placement in a more extreme category (p. 358)." 
These problems included minor sibling rivalries, antagonistic relation­
ships with another school child, and persistent minor altercations 
with a parent or teacher. Twenty percent of the children were classed 
as having restricted emotional problems, "difficulty in adjusting in 
one of three major areast family, school, or peer relations; but 
successfully able to keep it from spilling over into other areas (p. 359)." 
Twenty percent were classified as having some difficuly with social 
adjustment. While this did not seem to relate to Intellectual status, 
the authors noted (p. 361) that subjective impressions led them to 
believe that some children deliberately restricted their intellectual 
activity in order to insure their social status.
The literature presents a picture of the gifted child as superior 
to the average child in many respects but more closely resembling the 
average child in social development and adjustment. The outstanding 
qualities of the gifted child in terms of stability, happiness, charac­
ter development, etc., suggest an area of the gifted child's nature 
that holds potential for development. It is this potential that this 
investigation sought to tap.
In examining the reactions of gifted children to specially designed 
programs, researchers have found favorable attitudes existing. In an 
effort to evaluate Cleveland's Major Work Program, an intensive high 
school experience for gifted students, questionnaires were sent to all 
who had participated between 1938 and 1952 (Barbe, 1955). All respond­
ents reacted favorably to their participation in the program. The 
features which they indicated as liking the most were the freedom to 
pursue fields of interest, the stimulation of intensified study, and
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being with classmates who were intellectual equals. Of interest was 
the feature indicated as being most disliked, the lack of social con* 
tacts with other students.
Bennett, Blanning, Boissiere, Chang, and Collins (1971) developed, 
at the Hamden-New Haven Cooperative Education Center, the Independent 
Study Program for gifted students using the rationale that "learning 
can best take place when individual guidance is provided in a context 
of trust and when the curriculum is a result of each student's particu­
lar needs (p. 98)." Each student designs a proposal of study which 
serves as the basis of interaction between student and teacher. The 
students are encouraged to pursue their interests with independence and 
in breadth and depth. In addition to this being a chance for the student 
to take his education into his own hands, the student "develops 
techniques for self-evaluation and learns to relate to other students 
and teachers through an exchange of ideas and resources (p. 100)." As 
suggested by this statement, independent study includes seminars, 
discussion groups, and team projectsi beneficial Interactions which 
expose the student to new ideas, people, and disciplines. Intensive 
interviews by outside evaluators of students who have participated in 
this program have shown a high degree of satisfaction in the students 
as well as high degrees of accomplishment.
Renzulli and Cable (1976) developed and then used the Student 
Attitude Toward Independent Study Questionnaire (SATIS-Q) to measure 
the attitudes of gifted students enrolled in an independent study 
program. The final version of the SATIS-Q contained 27 items which fell 
into five factor clusterst l) Influence of Independent Study on Motiva­
tion and Career, 2) Freedom to Pursue Personal Interests, 3) Effect of
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Independent Study on Study Habits and Thinking Processes, k) Degree 
to which Independent Study Helps to Fulfil Personal Objectives, and 5) 
Degree of Challenge and Opportunity for Self Expression.
This final version was administered to I96 high school students 
who had participated in the Independent Study Program at the Hamden- 
New Haven Cooperative Education Center. An analysis of the students' 
responses indicated that students perceive participation in independent 
study as influential in determining college majors and career pursuits, 
being of assistance in helping them evaluate their own work better, 
allowing them to follow their own objectives, aiding them in finding 
their own preferred style of learning, helpful in developing individual 
responsibility, and providing a high degree of challenge.
Independent study is not meant to be defined as totally isolated 
study. Students in the Hamden-New Haven project (1971) and those who 
would be involved in Renzulli*s (1977) Type III activities (Individual 
and Small Group Investigations) are encouraged to work with other 
people— students, teachers, consultants, and experts. Torrance (1970) 
believes that interdependence rather than complete independence is the 
road to "cultural competence and interpersonal satisfaction (p. 202)."
He sees our strength lying in our diversity and feels that the combina­
tion of our diversity, our unique selves, and our own particular 
strengths will bring us success as a society.
Arn and Fierson (1971) analyzed ten educational programs especially 
designed for the gifted to determine the major contributions of the 
programs. The researchers found the following!
1. The major emphasis in programs for the gifted is upon 
procedures which contribute to academic growth (7^.8%).
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2. Slightly more than half (52.2%) of the procedures lead 
to more extensive development of academic skills.
3. Very few of the described practices (7.3$) ere contribu­
ting toward the development of aesthetic values.
4. Only a limited number of procedures (8.8%) make a con­
tribution toward the social development of gifted pupilsj 
few of the practices are specifically designed to meet 
this need. In most cases it is an attendant value.
5. There are few practices designed to aid directly in the 
personal and emotional adjustment of gifted pupils. In 
most instances it is an Indirect relationship (10.7%)•
6. About half of the procedures contribute to pupil motiva­
tion (p. 50-51)•
While the gifted child enjoys and feels challenged by special 
classes, these special programs nay be somewhat limited in their scope 
and may be neglecting areas in which the gifted child could use special 
attention. Some programs are not even addressing the areas that com­
prise the scope of giftedness and talent. Since the gifted child 
finds a high degree of satisfaction in special programs in light of 
the opportunity for more in-depth study and for sharing ideas with 
peers of equal intelligence and ability, the educational system could 
use the situation to the child's advantage in developing areas in which 
the child does not excel. The curriculum proposed and examined in this 
study is designed to compensate for one of the deficiencies noted in 
the special programs examined, that of the gifted child's social devel­
opment. We will now examine some learning situations and the effects of 
grouping children under various goal structures for educational purposes.
ko
The Treatment Conditions
Individualized and Cooperative Learning
Classrooms can be grouped for instructional purposes in three 
different ways depending on teacher style, learner style, task, and 
desired outcomes. Johnson and Johnson (1975) in discussing their 
general theory of instruction point out that successful instruc­
tion depends upon certain components!
1. Specifying desired outcomes for the students and setting 
appropriate instructional goals.
2. Implementing the appropriate goal structure; goal struc­
tures can be cooperative, competitive, or individualistic.
3. Assembling the instructional materials and resources 
needed to facilitate the desired learning.
4. Creating an instructional climate that facilitates the 
type of interaction among students and between students 
and teacher needed to achieve the instructional goals.
5. Assessing and providing feedback on students' progress 
toward the desired outcomes while instruction is under­
way.
6. Assessing and providing feedback on the intended and 
unintended outcomes of instruction; besides the sought- 
for outcomes, many times there are unanticipated outcomes; 
a teacher should be concerned with the actual consequences 
of an Instructional program irrespective of whether they 
are planned or expected (p. 3-b).
Johnson and Johnson (1975) define cooperative learning/instruction 
as a goal structure. A goal is a "desired state of future affairs (p. 7)"
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what one hopes will happen. An individual's committment or desire to 
achieve a learning goal thus motivates the individual's learning. When 
various students are working on learning goals that relate to the same 
instructional activity, the students are related by the general structure 
set up by the teacher. A goal structure then specifies the type of 
interdependence or interaction that exists among the students in work­
ing toward the accomplishment of the instructional goals.
A cooperative goal structure exists "when students perceive that 
they can obtain their goal if, and only if, the other students with 
whom they sure linked can obtain their goal (p. 7)." A competitive goal 
structure exists when students believe their goals can be obtained only 
if the other students involved fail to obtain their goals. An individu­
alistic goal structure exists when a student can obtain his goals 
regardless of another student's achievement.
Different instructional situations call for different goal struc­
tures. Students who have experience with all three structures are 
better able to choose the proper alternative for any given situation.
In this way the learner is more prepared to deal effectively with all 
types of learning situations.
Competition has been the traditional goal structure used in the 
majority of schools in the United States, and there is evidence to 
confirm the highly competitive nature of our children (Staub, 1971; 
Nelson and Kagan, 1972). Children do not always receive the type of 
experience that makes them aware of the possibility of cooperation in 
their schoolwork} and cooperation, therefore, is not seen as a viable 
option (Johnson and Johnson, 1975)*
Why has cooperation been ignored as a goal structure? Johnson and
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Johnson (1975) believe it has been avoided because it is so much around
us that it is not recognized as a legitimate strategy in its own right.
"All competitive and individualistic behavior takes place within a 
broader cooperative framework. Cooperation is the forest} competition 
and individualism are but the trees (p. 14)." A number of positive 
outcomes have been associated with cooperative learning structures.
Watson (1928) proposed to test the intellectual efficiency of a 
group in comparison to the efficiency of the same individuals working 
alone on a task of making words from the letters contained in a given 
word. One hundred eight graduate students in education were divided 
into 20 groups ranging in size from three to ten members. The subjects
worked on task for four different intervals: 10 minutes working alone;
intermission; 10 minutes working as a group; long relaxation period; 
ten minutes working as a group; and finally 10 minutes working alone. 
Tabulation of words formed showed that, on the average, the poorest 
individual working alone constructed about 18 words in 10 minutes; the 
average individual about 32 words; and the best individual about 49 
words. Under the group conditions these same individuals produced 
about 75 words, on the average. Given these results, Watson suggested 
the following hypotheses: l) the product of group thinking is distinc­
tly superior to that of the average or best member of a group; 2) in 
cases involving a simple task, a division among individuals and a 
summation would give a better product than that resulting from group 
discussion; 3) variation in group production depends more on how able 
the best members are than it does on the ability of less able members; 
and 4) group production is a matter so different from individual produc­
tion in the same field that one is practically no index of the other.
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"Most factors that make for efficient work as a member of a group lie 
outside the range of things we sure doing in education to equip indi­
viduals to do tasks by themselves (p. 336)."
In a similar study Krugman (1944) found that fourth, fifth, and 
sixth grade students working in pairs earned reliably higher scores on 
the Otis Arithmetic Reasoning Test than the children did when working 
alone. The pairs also took a reliably longer time to achieve their 
success, thus questioning the total efficiency of pairing for this 
type of task.
Husband (1940) concluded that the greatest benefits from group 
participation were apparent in solving problems requiring definite 
originality and insight and least in dealing with routine tasks.
Forty individual subjects and forty pairs of subjects, all introductory 
psychology students, were given three problem situations— a word 
puzzle, a jigsaw puzzle, and five math problems— for which to find 
solutions. No differences were found between the pairs and the indivi­
duals in solving the math problems with respect to either time or 
correct solutions. The pairs did, however, do distinctively better in 
solving the word puzzle code and the jigsaw puzzle.
Using a different type of task, Shaw (1932) presented individuals 
with an actual problematic situation which would call for "real think­
ing to arrive at a proper solution (p. 491)." The problems were de­
signed so that all could participate, calling for the interchange of 
ideas and for acceptance, criticism, or rejection of any idea put 
forth, but were not so structured that they could not be solved by 
individual efforts. All subjects had the opportunity to work individ­
ually and as part of a group; both individual and group conditions
worked under the same time limitations.
In the first half of the experiment, 7.9% of the solutions turned 
in by individuals were correct while 53% of those turned in by groups 
were correct. In the second half, the subjects working alone produced 
some 5.7% correct answers while those working as part of groups produced 
27% correct. While not all subjects participated equally within the 
groups, Shaw (1932) concluded that the groups' success was due, in 
part, to the opportunity for rejecting incorrect suggestions and 
checking of errors by group members.
In three studies designed to examine the influence of the group 
upon association and thought, Allport (1920) found gains in the average 
quantity of work done by groups in writing free associations to stimulus 
words. In a later experiment (Allport, 1920) devised to examine group 
effect on discursive reasoning, subjects were asked to write as many 
arguments as possible to disprove a point in a passage given to them.
All subjects had the opportunity to work individually and as part of 
a group. All but one of the nine subjects had higher idea scores when 
working in the group) two-thirds of the subjects had a higher percentage 
of superior ideas while working alone. The benefits associated with 
group influence appear to be highly dependent on the nature of the task 
with success being found in improving quantity but not quality of 
mental performances.
A study by Fox and Lorge (1962) produced contradictions to Allport's 
later findings (1920) in terms of the quality of decisions made by a 
group depending upon the amount of time involved. Officer-students 
in the Field Officers' Course of the Air University, Maxwell Air Force 
Base, Alabama, were assigned to one of two conditions; to work either
as an individual or in an ad hoc group. All subjects were given a 
human relations problem, asking for a plan to improve the morale and 
operating efficiency of men stationed at isolated weather stations in 
the Arctic.
Those working as individuals were divided into three sections 
depending upon the amount of time— 50, 75» or 100 minutes— allowed to 
write the decision. Those working in groups were also divided into 
three sections depending upon the amount of time allowed to complete the 
task. Mo individual or group knew that another was working under a 
different time frame. All decisions were scored by the Quality Point 
Score, a content analysis for recording the ideas in each decision 
about the particular problem, and a scoring system to give a weighted 
credit for each independent idea. This procedure was performed prior 
to and following the six month instruction course which included 
training and practice in group problem solving.
Results indicated that, prior to instruction, the quality of 
decisions made by individuals were significantly superior to those 
made by groups when fifty minutes were available for making decisions. 
However, when the available time was increased to 100 minutes, no 
significant difference was found between the individuals and the 
groups. Following instruction, increases in available time improved the 
quality of decisions by both individuals and groups. When these 
decisions were compared, the quality of decisions by the groups was 
significantly superior to those of the individuals at each time 
interval.
Perlmutter and DeMontmollin (1952) compared group learning and 
individual learning of nonsense syllables. Twenty three-person groups
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were used. Half of the groups worked separately and then in the group 
while the other groups followed a reversed procedure. No statistical 
differences were found between individuals who worked first and those 
who worked second with respect to time required per trial nor was there 
any difference between groupB working first or second with respect to 
total score, time, rate of recall, inventions, and repetitions.
However those who worked first in groups had significantly higher total 
scores, a better rate of recall, and fewer invented words than those 
who worked individually first. The authors concluded that group life 
could contribute to individual learning of the same kind of task later.
The success of the group, then, appears to vary depending on the 
task at hand, the time available, and the participants' previous 
experience in group problem solving. What happens to the group's 
performance when rivalry or competition is introduced into the situation?
Gurnee (i960) investigated the effect of instructing subjects to 
work either competitively or collaboratively (giving mutual assistance, 
correction, and support) on the rate of multiple response learning. 
Thirty-two male college students were paired randomly1 each pair worked 
cooperatively and competitively in learning a bolthead maze. Results 
showed the learning rate to be significantly more rapid in the collab­
orative condition. This appeared as early as the second trial. 
Individuals of inferior and medium learning ability benefited signifi­
cantly in learning rate from the collaboration, but individuals of 
high ability were not found to benefit. More than two-thirds of the 
subjects reported the collaboration situation as being more pleasant.
Haines and McKeachie (I967) showed cooperative teaching/learning 
methods to be beneficial in terms of reducing anxiety and increasing
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student satisfaction but to have no significant effect on final exami­
nation performance. Eighty-two undergraduates in four sections of 
introductory psychology were used in the study. Two sections underwent 
two weeks of the cooperative technique followed by two weeks of the 
competitive technique. The other two sections underwent a reversed 
sequence. In both conditions students were told that part of their 
final grade was dependent upon their recitation performance in class.
In the cooperative condition students were also told that anything done 
to help oneself in terms of achieving high performance helped everyone 
else; in the competitive condition each student's performance was 
compared to everyone else's.
An examination of tension levels by means of a questionnaire and 
an observation technique, a measurement of achievement through daily 
recitation performance and regular examinations, and a level of satis­
faction obtained from the previously mentioned questionnaire showed a 
higher level of tension, poorer achievement in recitation, and less 
satisfaction with teaching conditions in the competitive situation than 
in the cooperative. Students in the competitive discussion situations 
became more anxious, displayed a greater incidence of self-oriented 
needs, and found themselves losing self-assurance. In the cooperatively 
structured discussion section, students showed less tension, displayed 
more task-oriented behavior, worked more effectively, covered more 
questions, and enjoyed the discussion. Final examination performance 
of the two groups did not differ significantly.
In a study comparing cooperative and individualized instruction 
(Johnson, Johnson, Johnson, and Anderson, 1976), cooperative learning 
was found to result in a greater ability to take the affective perspec­
48
tive of others, more altruism, more positive attitudes toward classroom 
life, and higher achievement. Thirty fifth-grade, white working class 
children were assigned randomly to cooperative and individualized 
learning conditions in language arts class. Prior to the study, all 
instruction had been individualized. Students studied language arts 
for 45 to 60 minutes each day for 1? days. Both groups worked in the 
same room. At the end of the 17 days the children were given two 
achievement tests, were interviewed by two University of Minnesota 
students majoring in child development who were unaware of the nature 
of the study, and were given a questionnaire on attitudes of learning. 
During the interview, students were given an altruism task and an 
affective perspective-taking task.
Results Indicated that the students in the cooperative condition 
were more altruistic and more accurate in the recognition of feelings 
than were students in the individualized condition. The cooperative 
condition students also felt more liked by their teachers and peers, 
were more intrinsically motivated, and liked the way they had studied 
more. On measures of achievement cooperative groups made fewer errors 
on daily assignments (t«1.73» P<*05)* used more words in subject and 
predicate phrases, and made fewer errors on the second posttest during 
which they worked as groups (t”3.1^* P<«01). There were no significant 
differences between the two conditions on the posttest that students 
took individually.
Studies by Crombag (1966) and Grossack (195*0 showed cooperation 
to produce similar effects in terms of cohesion, satisfaction and 
levels of communication. These studies are in support of Deutsch's 
(I968) earlier findings of the positive psychological benefits
49
associated with cooperative group performance.
Ten groups of five subjects each were formed from 50 volunteer 
introductory psychology students at MIT (Deutsch, 1968). The groups 
were run as part of the course. Half of the groups were assigned to 
the cooperative treatment and half to the competitive. All groups 
were given a puzzle problem and a human relations problem to solve 
each week for five weeks.
The cooperative groups were told that their handling of the 
problems would be ranked, the rankings averaged, and that the group 
having the highest average would be excused from a term paper and also 
receive the highest grade for class discussion. The competitive 
groups were told that individuals within the groups would be ranked 
on their contributions and the individual with the highest ranking 
would be excused from a term paper and would receive the highest class 
discussion grade. Group functions were rated using the Functions 
Observation Sheet and the Over-All Hating Scale. After each meeting 
subjects completed the Weekly Questionnaire and at completion of the 
study the Fostexperimental Questionnaire; both designed to assess the 
subjects’ attitudes toward the group activity, group feeling and the
reward contingencies, etc.
Deutsch (1968) reported the following results;
...with respect to group functioning, indicate that Indiv 
coop (cooperating groups) showed more of the following 
characteristics than did Indiv comp (competing groups);
(a) coordination of efforts; (b) diversity in amount of 
contributions per member; (c) subdivision of activity;
(d) achievement pressure; (e) production of signs in the
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puzzle problems; (f) attentiveness to fellow members;
(g) mutual comprehension of communication; (h) common ap­
praisals of communication; (i) orientation and orderliness;
(j) productivity per unit time; (k) quality of product and 
discussion; (l) friendliness during discussions; (m) favorable 
evaluation of the group and its products; (n) group functions;
(o) perception of favorable effects upon fellow members; and 
(p) incorporation of the attitude of the generalized other... 
No significant differences were found in the (a) amount of 
interest or involvement, (b) amount of specialization of 
functions, and (c) amount of learning (though the trend is 
in favor of Indiv coop). Nor did the data reveal any strik­
ing developmental differences with time (p. 231-232).
In discussing the results and the benefits derived from the coop­
erative situation, Deutsch (I968) failed to deal with the fact that the 
cooperating groups were still competing against one another, a factor 
which Fiedler (196?) contends is instrumental in enhancing group 
cohesiveness and esteem for other team members. In a review of three 
studies designed to test the effect of competition among small face-to- 
face groups on the individual's adjustment and morale, Fiedler suggests 
that competition between groups assists in maintaining an individual's 
personal adjustment in the group while eliminating the demoralizing 
effects of individual failure. The author is quick to point out that 
groups employing inter-group competition need to be small to permit 
personal relationships to exist and that competition must take place 
in a context of activities which the individuals consider meaningful 
and important.
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DeVries and Edwards (1973) examined the effects created by combin­
ing cooperating groups and competition on classroom process variables 
in seventh grade mathematics classes for a four-week period. The 
processes examined included relationships between students and teachers, 
relationships between students and assigned tasks, and relationships 
between students and classmates. Subjects (110 seventh graders) were 
randomly assigned to one of four treatment conditions on a stratified 
basis, using three levels of mathematics achievement. Two conditions 
rewarded team efforts and two rewarded individual efforts on the 
instructional game, EQUATIONS, and standard classroom quizzes. Data 
were obtained from classroom observations, sociometric choices, and 
the Learning Environment Inventory.
Using the learning game, which employed a tournament structure 
that reduced an individual's potential competitors to two of compara­
ble ability as opposed to the entire class, created greater student 
peer tutoring, less perceived difficulty, and greater satisfaction with 
the class. Using student teams also created greater peer tutoring as 
well as greater perceived mutual concern, competitiveness, and class 
cohesiveness in the classroom. The combination of games and teams 
produced greater peer tutoring than either of the conditions alone.
In terms of difficulty, satisfaction, competition, and cohesion the 
effect of this combination was quite similar to that created by the 
games-individual reward condition suggesting the game to be the 
primary factor in shaping the classroom processes.
In a study examining the effects of competition on ideational 
fluency and flexibility, two measures of creativity, in a purely 
individualized task, Raina (1968) found that scores on a test of
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creativity could be significantly improved when the subjects were put 
in competition with one another. Two groups of 20 ninth grade students 
were matched for age, class, intelligence, and creativity. Both were 
administered the Test of Imagination. The Control group was given the 
standard instructions! the Experimental group was told that the three 
students scoring highest would receive a prize. The experimental 
condition scored significantly higher on both the fluency and flexi­
bility dimensions of the measure (t«=4.30, p .01; t=5.48, p .01 respec­
tively). It would be Interesting to replicate this study using coop­
erative grouping.
Though competition does have obvious advantages in certain areas, 
the effect on the total child is questionable. Nelson and Kagan (1971)» 
in examining the presence of competition, concluded, "Anglo-American 
children axe not only irrationally competitive, they are almost sadis­
tically rivalrous (p. 53)•" The authors found that, when given a 
choice, Anglo-American children took toys away from their peers on ?8% 
of the trials even when they could not keep the toys for themselves.
Greenberg (1932) studied a competitive situation in order to 
answer the following questions! 1) In a given situation, does compe­
tition always exist? 2) When, in that situation, does the tendency to 
compete first occur? 3) Tf present, does the tendency always exist in 
the same degree? k) How does this tendency manifest itself? 5) What 
causes it to vary?
The experiment was carried out in kindergarten classes with child­
ren ranging from two to seven years of age. Children were chosen at 
random and taken two at a time to another room to "build." The exper­
imenter presented the children with a table and two piles of blocks and
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told them to build. After the children had finished, the experimenter 
asked the children which was the prettier construction; then instructed 
the children to build again to see who could build a prettier construc­
tion. Competitive behaviors were defined as grabbing blocks, taking 
blocks from the other child, making remarks indicating a desire to 
excel the other child, and making negative remarks to or about the 
other child. All behaviors were recorded.
In analyzing the behaviors, Greenberg (1932) found that competition 
was not present in all the children of any age group. The degree of 
competition present increased with age but wa6 not present in more than 
50# of the children until between the ages of four and five. At age 6 
at least 90% of the children showed well developed competitive tenden­
cies. In examining the varying displays of competition, the researcher 
suggested that four fundamental factors seemed to affect the situation:
(1) the degree of the child's understanding of the idea of excelling;
(2) the degree of the child's ability to dominate the material; (3) the 
educational factors in the situation; and (k) the individual tempera­
ment as a competitive factor.
The development of a competitive spirit appears to be an inter­
active process; the combination of a human inclination, the growth 
process, and educational experiences. Jensen and Moore (1977) found 
that cooperative and competitive behavior could be produced in boys 
aged seven to 12 years by telling them that they were either coopera­
tive or competitive. The boys, of normal intelligence, were paired by 
age and assigned to one of the two conditions. Each boy was then 
interviewed individually using fairly innocuous and nonanxiety arousing 
questions. After the interview each boy was told that his responses
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had shown him to he either high in cooperativeness or high in compe­
titiveness. Both statements were made in very positive manners.
Later the pairs of boys participated in a tower-building task.
At the end of each 15-second trial, each boy was given one M & M for 
each of his 15 blocks on the one tower. No instructions were given as 
to what type of strategy to use in building. The results from an 
analysis of variance for repeated measures showed that cooperatlve- 
attrlbute boys placed a greater number of blocks during the trials than 
did competitive-attribute boys (F(l,12)*108.40, p .001). Cooperative- 
attribute boys seemed to encourage and support their partners while 
competitive-attribute boys seemed jealous of their partners' reward 
and tried to interfere with the success of their partners in placing 
blocks.
Thus in a competitive structured task, a cooperative strategy 
produced greater rewards for the participants. Orlick (1977) and 
Kelly (1975) both contend that competition has been used to an extreme 
in the elementary school. So much emphasis has been placed on winning 
and "beating out the other fellow" that the value of participating, i.e., 
learning through doing, is somehow lost in the shuffle, especially in 
school sports programs.
But the effects of competition, good or bad, are not confined to 
the field of sports. This review has attempted to demonstrate that 
despite the achievement advantages shown to result from a competitive 
structure, the often negative psychological and behavioral side effects 
of competition may cause one to question the use of a purely competitive 
learning structure. The highly positive outcomes associated with 
cooperative grouping and the overall effectiveness of a combined
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cooperative-coapet it i ve learning structure suggest that sore attention 
should be given to those strategies in planning curriculum. Can these 
cooperative strategies be used to enhance the gifted child and his 
educational experience? Yes, if approached as one strategy for learning 
and problem solving, not a panacea. The gifted child has the Insight to 
ascertain the most efficient and productive method for problem solving, 
but he may need training to develop fully the skills inherent in that 
method. If those skills have associated benefits for enhancing the 
child's total development, so much the better (Gold, 1965)* The develop­
ment of cooperative skills in gifted children through a specifically 
designed curriculum has been explored in this investigation.
An aspect of group interaction that must be considered because of 
its effect on interaction is that of leadership which will now be defined 
and examined.
Leadership Behavior 
What is leadership? Gibb (1947) defined it in the following wayi 
Leadership is not a quality which a man possessesj it is an 
interactional function of the personality and of the social 
situation. A leader is a member of a group on whom the group 
confers a certain status, and leadership describes the role 
by which the duties of this status are fulfilled. The 
effectiveness of the role depends upon the functional relation­
ship between the individual attributes of the man and the spe­
cific goal of the group at any moment. It is natural that some 
individual attributes of skill and personality will be generally 
effective though they will not confer upon their possessor 
universal leadership status (p. 284).
In a study of the behavior of leaders and other group members, 
Carter, Haythorn, Shriver, and Lanzetta (1968) formed 40 NROTC junior 
level students into five equal groups, Each group was felt to be 
equal in leadership potential and to have as low mutual friendship 
ratings as possible. Each group was put through a leaderless group 
session on three taskst reasoning, mechanical assembly, and discussion. 
On the basis of leadership ratings obtained from these sessions, each 
group of eight was broken into two groups of four. A leader was 
designated and these new groups were then run in three similar tasks.
To obtain measures of behavior, groups were observed through one-way 
mirrors. At the end of each task, each subject was rated on a 17-point 
scale covering a number of characteristics, including leadership.
In comparing the behavior of the leaders to nonleaders, the 
leaders differed significantly from other group members in the following 
areasi diagnoses situation, asks for expression of opinion, proposes 
course of action for others, gives information, integrates group 
behavior, awl gives information on carrying out action (all t values 
were significant at the .01 to .05 level or better). These behaviors 
seem concerned with two major categories of behaviorj analyzing the 
situation and initiating the required action. Carter et al. (1968) 
also found some behaviors to be task specific. This finding supported 
earlier studies by Carter and Nixon (1949) and Carter, Haythorn, and 
Howell (1950) on leadership behavior specific to certain situations. 
Except in the discussion task, Carter et al. (1968) found that leaders 
and other group members did not differ greatly in the amount of work 
performed. The manner in which these leadership behaviors are perform­
ed also affects the group.
White and Lippitt (I968) found that members' reactions and group 
productivity vary depending on the style of leadership exhibited. Four 
groups of ten year old boys were used; these groups constituted after­
school clubs which met to engage in hobby activities. Four adult 
leaders were trained to proficiency in the three leadership treatments; 
authoritarian, democratic, and laissez-faire. The leaders were shifted 
from club to club every six weeks, each changing his leadership style 
as he moved to a new group. Thus all groups experienced all treatments. 
Leader behavior and the reactions of the boys were observed during 
each meeting. The boys were interviewed concerning their feelings about 
the club; and their parents were questioned on the nature of the parent- 
child relationships.
The following results emerged from the study. Under the laissez- 
faire condition less work and poorer work was done, and the situation 
was characterized by play. Work motivation and originality were greater 
in the democratic condition. Autocracy created much hostility and 
aggression, including aggression against scapegoats, as well as discon­
tent that did not always appear on the surface. There was more depen­
dence and less individuality in autocracy, and more group-mindedness 
and more friendliness were seen in democracy.
Thus it would appear that when setting out to intentionally 
develop leadership behavior, the style in which these behaviors are to 
be discharged should be given as much attention as the behaviors 
themselves. Fiedler (1968), in summarizing a fifteen year research 
program covering more than 35 studies and 1600 groups, made the follow­
ing points concerning the leader's personality traits, behaviors, and 
attitudes that determine the success of his group:
1. The effectiveness of a group is contingent on the 
appropriateness of the leader's style to the specific
situation in which he operates. Most people are effective
leaders in some situations and ineffective in certain 
others.
2. The type of leadership style that will be most effective 
depends upon the degree to which the group situation 
enables the leader to exert influence.
3. If leadership effectiveness depends not only upon 
leadership style but also the group situation, we can 
either make the leader fit a specific group situation by 
selection or training or we can engineer the group
situation to fit the leader (p. 362)*
Passow (1978) writes that quality leadership is more likely to 
emerge when a leader is skilled in clarification and selection of goals 
and means which are mutually acceptable to group members. These 
attitudes, skills, and understandings which enable an individual to 
work with others in selecting these mutual means and goals can be ac­
quired. These skills concern the politics and exercise of power by 
various individuals and groups as these affect planning and implemen­
tation (p. 11).
Jarecky (1959) has suggested that a certain dimension of giftedness 
has virtually been ignored; that dimension of social giftedness, 
defined as an exceptional capacity for mature productive relationships 
with others, both peers and adults.
A young person highly skilled in relating to others and
whose behavior is tempered by a mature social conscience
acts as a sort of leavening agent among his fellows...may 
help the group to integrate their efforts to achieve common 
goals by forging new psychological channels of communication 
which help group members form more realistic and sympathetic 
perceptions of each other,..may stimulate peers to positive 
production type of behavior when the direction of the group 
behavior may hang in the balance (p. ^16).
Surely children possessing such an attribute should be identified and 
their talent fostered.
The ability to understand the needs of the group has been shown to 
correlate highly with leadership. Bell and Hall (195*0 asked partici­
pants in discussion groups to rank the individuals in the group in 
terms of leadership by listing their preference for leader should the 
group meet again. These ratings were then correlated with empathy 
scores as measured by the Kerr test of empathy. Empathy was defined 
as the ability to perceive the needs of the group. The correlation of 
.25 was significant at the .01 level of confidence. Since the gifted 
are characterized as being perceptive and insightful, Bell and Hall's 
findings (195**) would certainly support earlier contentions of the 
gifted child's potential as a leader.
Gifted children also have high social status among their peers. 
Gallagher (1958) asked 355 children in grades 2 through 5 to list their 
best friends and those children who would select them as best friends. 
Children with higher levels of intelligence tended to receive more 
friendship choices and to be more socially perceptive, i.e., knowing 
who would pick them for friends. This is another indication of the 
high potential for the gifted to serve as leaders.
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In examining the inner workings of groups of gifted children and 
the styles of leadership that evolve within these groups, Pasternack 
and Silvey (I969) asked 361 children enrolled in the Summer Workshop 
for Gifted Children held at San Fernando Valley State College which 
three people they would nominate for class officers from their respec­
tive classes. The highly gifted were chosen more significantly as 
leaders than the other children. Of the four children receiving ten 
or more votes, two were described as task leaders and two as socio- 
emotional leaders. The task leaders were characterized as having 
something concrete to offer, doing alot of planning before presenting 
ideas, being task oriented, and not circulating or trying to impress 
the other children. The socioemotional leaders were seen as good 
organizers, able to make contacts, aware of the feelings of others, 
willing to listen and not interrupt, not critical, creative in social 
actions, knowing how to get the most from a situation, and very active. 
No mention was made as to the sex of these designated leaders. In. 
trying to conclude the basis on which the gifted choose leaders, the 
authors suggested the possibility that their choices are made due to 
social values affected by (1) the nature of the school environment,
(2) class groupings, and (3) the status of children as established by 
teachers and counselors.
Addison (1979) points out that recent research suggests leadership 
ability may be differentially developed in men and women. Longitudinal 
studies of children have found consistent sex differences over a period 
of time in the dimensions of activity, passivity, introversion, and 
extroversion1 qualities which have been shown to affect leadership 
behaviors (Kagan and Moss, 1962} Schaefer and Bayley, 1963} Macfarlane,
Allen, and Honzik, 195^1 Murphy et al., 1962). In general these studies 
found the basic response to the environment to be consistent from 
early childhood to adulthood, if these personality variables were 
conceived in abstract terms rather than in terms of age-specific behav­
iors. Females tend to be more passive, less active, and more introver­
ted (Bardwick, 1971). While these characteristics may prove to be 
sex-linked genetically, the totality of forces acting upon the devel­
oping child must be examined. If these tendencies prove to be 
developmentally ingrained in women, what effect will efforts to 
interrupt the process have? Can girls be taught to break the pattern 
and assume behaviors that are more active and extroverted? While 
schools do not offer a specific curriculum designed to develop leader­
ship skills, extra-curricular activities encourage these skills 
incidentally. One example of this incidental learning which is frequently 
cited is the aggressiveness and teamwork concept fostered through 
competitive sports. This opportunity to encourage leadership abilities 
is still more readily available to boys than to girls, though the trend 
is changing (Bird, I9681 Harragan, 1977).
A dimension of leadership which has not been found in the majority 
of women in business is the ability to project oneself into the future, 
to have a sense of where one is going and how to get there, to foresee 
the unforeseeable and to anticipate problems or consequences before 
other members of the group (Judkins, 1977)* Studies of women in 
business show that women tend to solve problems in a "here and now" 
perspective without attempting to predict outcomes. Thus, these women 
tend to remain supervisors instead of becoming managers or leaders 
because they are unable to anticipate or predict problems or trends.
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Furthermore, they tend to ignore many cues in the environment that 
should be built into decision-making. They view risk situations as 
negative instead of setting up criteria to weigh the danger against 
the opportunity as men tend to do (Hennig and Jardim, 19?6).
Most women in business do not see themselves as leaders and are 
unable to project themselves into these positions (Hennig and Jardim, 
1976). A series of studies (Battle, 1966; Crandall, 1969; Montanelli 
and Hill, 1969; Stein, 1971; Strickland, 1971) has shown that females 
have lower expectations of success than males across a wide assortment 
of achievement situations. Stein and Bailey (1973) suggest that these 
lower expectations may be a manifestation of the self-presentation 
technique, i.e., females conforming to the sex role stereotype that 
they are not competent.
Those women who have obtained leadership positions in business 
are able to set goals, to plan, to establish priorities, and to set 
a course of action. Major companies spend a great deal of time and 
expense each year to develop these skills and train leaders (Hersey 
and Blanchard, 1977)* But since the decision making skills necessary 
for leadership positions seem to be deficient in bright women with 
potential, might it not be more effective and productive to begin 
training for these skills earlier in the woman's development rather than 
relying on intervention strategies to solve the problem?
As Bardwick (1971) points out
(For reasons already discussed) girls do best in the cognitive 
tasks that are least demanding of independence, assertiveness, 
initiative, analysis, and activity. These learning behaviors, 
and therefore the passive-dependent-conformist personality
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dimensions underlying them, are being disproportionately 
rewarded in school at a time when the influence of the teacher 
is maximal. Because of the combination of the original 
personality disposition and the consistent academic reward, 
girls have little incentive to effect much change in their 
personality tendencies or cognitive skills. I think that 
girls are likely to end up with a perception of themselves 
as academically able (and academics constitutes a very large 
part of the life space of children and adolescents), skill­
ful in scholastic techniques, able to achieve, but not 
innovative or creative.
The way a child uses his cognitive skills has an important 
effect on the development of his personality characteristics. 
It seems likely that the boy's active, analytic, focused, 
goal-oriented activity leads him to many more situations than 
the girl and he learns from firsthand experience. He is 
likely to learn the real consequences of various actions, 
cause and effect, how things work, and the results of what 
he himself initiates as an articulate, separate individual. 
Girls are more likely to learn from reading or talking about 
actions rather than by participating, and they learn to 
value or devalue less from their own experience than from 
the opinions of authority. These dispositions are reinforced 
by the behavior of teachers (p. 112).
In examining statistics published by the National Manpower Council, 
the President's Commission on the Status of Women, and the Radcliff 
Committee on Graduate Education for Women, Bardwick (1971) found that
64
academically talented girls were less likely (1) to enter college and 
complete the undergraduate degree than equally bright young men, (2) to 
take advanced degrees, (3) to use the PhD's they did take, and (4) were 
less productive than men even if they did take the PhD, remain unmarried, 
and continue to work full time. Girls also underestimate their 
academic abilities and choose academic majors and jobs that are not 
challenging. Lavach and Lanier (1975) found the motive to avoid 
success prevalent in high achieving white adolescent girls in grades 
7 through 10. The motive was triggered by situations in which success 
involved direct competition between the sexes. "In competing with 
boys, many adolescent girls anticipate negative consequences of 
success and although these axe high achieving girls who understand the 
importance of doing well in school, many of them feel success in school 
could bring negative personal consequences (Lavach and Lanier, 1975t
p. 218)."
The preceeding research suggests that academically talented 
females do not demonstrate nor are they encouraged to demonstrate be­
haviors that are characteristic of leaders or leadership. This not 
only deprives the child of developing her total self but also deprives 
society of a wealth of talent. The upper elementary grades offer an 
opportune time for introducing strategies to interrupt this pattern and 
allow the gifted girl to practice leadership behaviors and be rewarded 
for it in mixed-sex groups before the negative social aspects of 
intellectual success begin to outweigh the positive individual needs 
for success.
At this juncture, the following points intrinsic to the thesis of 
the current study should be madei l) research (examples of which are
cited in the initial part of this section) shows the gifted child as 
excelling in all areas of development except the social/emotional 
areas, 2) skills in group interaction can he taught, have been shown 
to have positive affective outcomes, and can he used as effective 
learning strategies in certain situations} and 3) leadership potential 
of the gifted child is high, has not heen tapped to its fullest, espec­
ially in gifted girls, and can he enhanced so as to produce high 
quality leadership.
Inferences drawn from these points hy the investigator are in 
agreement with other writers (Newland, 1976; Gold, 1965* Hildreth, 1952} 
Issacs, 1973} Gallagher, 1959) who see the potential to he gained from 
the development of the gifted child's total talent as vital to our 
society. Therefore, this study has proceeded from the standpoint that
(1) the gifted child's social skills, i.e., working within a group and 
leadership behaviors, are not as developed as his other skills and
(2) these skills can he taught and can have positive behavioral 
outcomes when used within the proper perspective.
Based on these inferences a curriculum was designed requiring the 
gifted child to work as a part of a group and to display leadership 
behaviors at various times during the course of the program. It was 
hypothesized that the child's familiarity with these skills could he 
increased hy direct involvement with them.
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Summary
The gifted child excels the average child in a number of develop­
mental areas. Research indicates that while the gifted may have a 
greater understanding of what ought to be done in social situations, 
their behavior may not differ markedly from the average child's. While 
the potential for excellence in this area exists, little specific 
attention has been given to enhancing it. Gifted children respond well 
to specially designed programs since these programs tend to offer 
greater challenge, more in-depth study, and an opportunity to work with 
individuals of like ability.
Group or cooperative learning situations have been shown to be 
effective in producing group cohesion, a high level of satisfaction with 
tasks, increased levels of communication, and, in some instances, 
superior performance. This superiority of performance is highly 
dependent on the nature of the learning task, the individuals' prior 
experience in group work, and the amount of time Involved. Competitive 
learning may produce high rates of learning but may have negative 
psychological side effects. A combined cooperative-competitive learning 
situation appears to bring together the more positive outcomes associat­
ed with both strategies. Competitive tendencies seem to develop 
easily in children, especially Anglo-American children. Skills for 
working within groups can be taughtj one of the most effective methods 
for teaching them is through direct participation in a group. Developing 
these skills can enhance group functioning and effectiveness.
Leadership is an interactional situation that exists between an 
individual and a certain social situation. Leadership behaviors may
differ according to the existing situation, but two major categories 
of behavior seen to be characteristic of leadersi analyzing the 
situation and initiating the required action. Leader behavior can 
have a profound effect on the functioning of a group. Quality 
leadership is more likely to be present when a leader is especially 
skilled in analyzing and initiating. The gifted have many qualities 
characteristic of good leaders but are not always put in positions of 
leadership. Training in leadership skills could enhance their ability 
to serve as leaders.
Chapter 3 
Methodology
This study was undertaken for the purpose of determining (a) if 
participation in a structured group experience could increase the 
positive group interaction skills and leadership skills of gifted 
children between the ages of 9 and 12 years and (b) if gifted children 
who were shown as being either high or low in the personality factor 
"Independence'' participate differently in a structured group experience. 
In this chapter the researcher will describe the subjects, the instru­
ments used to measure the variables in question, the treatment models 
employed, the procedure of data collection, the mechanics of the 
research design, and the method of statistical analysis.
Subjects and Demographic Information
The subjects used in this study consisted of children from the 
ages of 9 to 13 years who had been identified as gifted by their local 
school districts. This identification was based on the definition of 
gifted and talented prescribed by the Office of Gifted and Talented of 
the Office of Education. These criteria define the gifted child as 
having an IQ of at least 116 or more, performing at least two grade 
levels beyond the average in achievement, and manifesting at least 60% 
of the gifted/talented characteristics; i.e., demonstrated achievement 
and/or potential ability in any of the following areas, singly or in 
combinationi general intellectual ability, specific academic aptitude, 
creative or productive thinking, leadership ability, visual and perform­




The children were drawn from the Peninsula area of Virginia, 
specifically the cities of Williamsburg and Newport News, and James 
City and York Counties, All the children participated in special 
programs for the Gifted and Talented in their home schools. The 
children were from middle class homes. The majority of parents were 
employed in professional occupations.
The subjects who participated in Phase I of this study were all 
students in the Williamsburg-James City County public schools. This 
study was conducted as part of the district's special program for the 
gifted and talented, PRISM (see Appendix C). Children were assigned 
to the various special class offerings on the basis of expressed 
interest and teacher recommendations. It was felt by the Coordinator 
for the PRISM program that these children were representative of the 
identified gifted children in the school district.
The subjects who participated in Phase II of this study were drawn 
from the larger geographical area of the Peninsula. They were invited 
to participate in this phase on the basis of their prior experience 
with media and their participation in one of two beginning level 
workshops in television production offered by the researcher and her 
associate during 1978 (see Appendix D). All those who accepted the 
invitation were asked to participate. These children were chosen for 
inclusion in a beginning level workshop on the basis of expressed 
interest and a teacher recommendation. These children have had 
between twenty-four (2*0 and thirty-six (36) hours of instruction in 
television production under the supervision of the researcher and her 
associate. Because prior technical knowledge was a prerequisite for 
this phase of the study, random selection was not employed.
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Instruments
The instruments used In this investigation were chosen on the 
basis of their appropriateness to the type of experiment undertaken 
and to the particular subjects who were treated. Copies of the 
instruments may be found in Appendix E.
Barclay Classroom Climate Inventory
The Barclay Classroom Climate Inventory (BCCl) was developed by 
Dr, James R. Barclay originally in 1956 in recognition of the need of 
the educational system for multiple inputs in regards to sociometric 
assessments of elementary school-aged children and their classrooms 
(1978). The BCCI "measures expectations in the affective and social 
domains of learning (p. 1)" and is composed of three measures: a self
report, peer judgments, and teacher expectations.
The self report section asks the child to estimate how skillful 
he is in various areas. The peer judgments section asks children of 
the class to identify those children who have particular skills.
These skills correspond to the same ones that each individual child 
responded to. The teacher expectation section asks the teacher to 
select adjectives that typically describe the behavior and motivation 
of the student (Barclay, 1978).
The BCCI consists of 32 independent short scales: four self
report scales; six referring to the basic sociometric choices about 
the peer group's judgments; ten relating to interests in and knowledge 
about the environment and vocations; four comprising the teacher rating 
input; and eight that relate to the child's interests, reinforcers, and 
satisfaction with school. The 32 short scales evaluate a child in
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regard to: 1) realistic, outdoor, manual skills; 2) intellectual,
scientific and artistic skills; 3) social and interpersonal skills;
4) leadership, business and enterprising skills; 5) reinforcers;
6) basic temperament methods of responding such as extroversion versus 
introversion; and ?) support obtained from both peers and teachers.
A number of reliability studies have been undertaken including 
internal consistency studies and test-retest studies. Barclay (1978) 
reports internal consistency coefficients (obtained by Gronbach's Alpha 
Procedure) ranging from .61 to .93 on 24 of the scales for males and 
from .54 to .93 for females. In a study involving third graders, test- 
retest reliability coefficients on a one year retest period ranged from 
.30 for Self-Total scores to .71 for total positive adjectives rated 
by the teacher. Buros (1978) questions the low reliabilities reported 
and suggests the Instrument be used in limited research, perhaps in 
connection with trait-treatment interaction studies.
Evidence of validity is reported through studies showing the 
relationship of the BCCI scales to scales of other tests similar in 
part to the dimensions of the BCCI. In a study designed to test for 
convergent and discriminate validity, Tapp and Barclay (1974) adminis­
tered a questionnaire comprised of short paragraphs defining the major 
factors from the inventory to nine elementary classrooms. Each 
student rated himself on the traits on a scale of from (1) strongly 
agree to (5) strongly disagree. Each pupil was then rated by one 
randomly selected classmate and the classroom teacher. For each student 
standard scores were developed for each of the traits from an earlier 
administration of the complete BCCI. These scores were correlated with 
the ratings obtained from each of the rating sources to generate the
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coefficients for Campbell and Fiske's multitrait-multimethod matrix 
reflected in the measurement of five traits by four methods. Positive 
results were obtained to demonstrate the presence of convergent 
validity, but somewhat equivocal results were found in terms of dis­
criminant validity.
The BCCI has been standardized on third through sixth graders.
It has been used with second and seventh graders, but second graders 
and non-readers may experience difficulty in taking the inventory. 
Studies have shown male and female populations to differ substantially 
on almost all of the BCCI dimensions. Male and female norms are 
reported and employed,
Kehle, Bramble, and Mason (197*0 used the Teacher Rating Form of 
the BCCI in a study to determine to what extent, if any, information 
concerning students' sex, race, intelligence and attractiveness 
influence teacher ratings of pupils' personalities and essay perform­
ance. Ninety-six fifth grade teachers, selected at random, were given 
a "psychological profile" and an essay that were both fictitious and 
both designed to depict an average fifth grade student. Subjects were 
then asked to rate the child on the Barclay Adjective Checklist prior 
to reading the essay and then to evaluate the essay using the Finn 
essay evaluation scale. The data were analyzed using an orthogonal 
four-way multivariate analysis of variance design. Significant effects 
were attributed to the sex of the student, the sex by attractiveness 
interaction, and the four-way interaction. The researchers concluded 
that expectations teachers hold for elementary school students are 
extremely complex and are based on a combination of student character­
istics.
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Stillwell, Brown, and Barclay (1973) investigated the effects of 
three classroom management methods— group counseling, classroom restruc­
turing, and dispensing vocational information— to see which would cause 
subjects to score higher on the BCCI, i.e., would show a more positive 
profile. Using Cronbach and Snow's Aptitude x Treatment Interaction to 
further analyze results produced from chi square analyses showed that 
vocational information dissemination rather than a group discussion or 
restructuring the classroom produced the greatest change in boys in 
their leadership and outdoor interests. This same treatment for girls 
produced important changes in how their peers rated their leadership 
skills.
Barclay (I967) found that strategies of planned intervention in 
elementary school classrooms could result in more favorable attitudinal 
stances on the part of elementary school children. Three differential 
treatment strategies were usedi 1) planned interventions, 2) selective 
reinforcement procedures, and 3) change of teacher. The BCCI was 
administered to the three treatment groups as a pre and post measure of 
changes in criteria of social acceptance and dimensions of attitudes 
relating to the environmental "press,” peers, and authority figures.
Church (1972) investigated the effectiveness of structured indi­
vidual personal vocational cue-reinforcement feedback counseling and 
structured group vocational cue-reinforcement feedback counseling as 
intervention procedures to modify the behavior patterns of fourth, 
fifth, and sixth grade school children. The BCCI was used to assess 
changes in behavior from pre to posttesting. The data were separated 
by sex and analyzed by analysis of variance. - Overall results revealed 
that female behavioral patterns were affected in that the girls
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increased their own estimations concerning their outdoor, manual skills 
and were judged in like manner by their peers. The females also became 
less shy and reticent in asserting themselves and became more positive 
in their leadership skills, personal adjustment and effort and motivation.
Barclay, Phillips, and Jones (1979a) developed a diagnostic index 
out of the BCCI to aid in the identification of children who might 
be included in gifted programs, or who might need remedial help in 
learning. Criterion groups of 64 gifted fourth graders, 30 EMR children, 
and 29 I'D children were used to validate the index. Cross-validation 
was then completed on another group of fifth grade students from 
Eastern Kentucky. Through the use of discriminant analysis, the index, 
was found to distinguish gifted from regular students with about 75% 
accuracy. The index was also successful in predicting membership in 
the four criterion groups* regular classroom students, gifted, EMR, 
and LD students. The following descriptions of gifted boys and girls 
were drawn from the BCCI factor profiles:
Boys: Very high task orientation towards achievement} appear
generally to be controlled and deliberate in interpersonal 
behavior; strongly outgoing and extroverted in behavior; 
manifest a high level of physical energy and preference for 
social situations; highly enterprising, competitive and 
dominant in leadership activities.
Girls: Above average task orientation towards achievement;
appear generally to be controlled and deliberate in 
interpersonal behavior; strongly outgoing and extroverted 
in behavior; tends towards a high level of physical energy; 
somewhat reserved in social relationships with others, and
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non-competitive (p. **9).
In an effort to evaluate a specially designed enrichment program 
for gifted students in Florence, Kentucky, Barclay, Phillips, and 
Jones (19791>) administered the California Test of Basic Skills and the 
Torrance Tests of Creativity at the end of the school year to measure the 
effectiveness of achievement gain and growth in creativity in fourth 
and fifth grade students. In order to measure classroom ecology/ 
environment and social competency, the BCCI was administered. Signifi­
cant gains were made in both achievement and creativity by students who 
had scored low at the beginning of the program. As a group the gifted 
children were viewed as possessing a high peer and teacher support 
system, considered socially responsive, highly task-oriented, and 
generally outgoing in disposition. Boys tended to be more competitive 
than girls.
Because of its demonstrated use in measuring changes in social 
competency in children, especially gifted children, the Barclay Class­
room Climate Inventory is seen as a responsible instrument for use in 
this study.
Bales' Interaction Process Analysis
The Bales' Interaction Process Analysis (1951) is a set of twelve 
categories designed to be a general-purpose framework of observation 
"which can be used to obtain a series of standard indices regarding 
the structure and dynamics of interaction in any small group (p. 33-3*0." 
It is a systematic method for classifying behavior "act by act, as it 
occurs in small face-to-face groups, and a series of ways of analyzing 
the data (Bales, 1950* P. 258)."
Bales presents twelve categories which are divided into four major
76
areas of interaction classification: Social-emotioanl area— Positive
reactions, Task area— Attempted answers, Task area— Questions, and 
Social-emotional area— Negative reactions. These categories deal with 
the functional problems of orientation, evaluation, control, decision, 
tension-management, and integration. Bales (1951) presents a description 
of each category to assist the rater in classifying behavior (see 
Appendix F). The frame of reference for this system, according to 
Bales (1950) is the
notion that all organized and at least partially cooperative 
systems of human interaction,..may be approached for scienti­
fic analysis by abstracting from the events which go on 
within them in such a way as to relate the consequences of 
these events to a set of concepts formulating what are 
hypothetically called 'functional problems of interaction 
systems' (p. 259).
The analysis afforded by this process is designed to be both 
inclusive and continuous. It is inclusive in that every act which 
can be observed can be classified into one of the twelve categories 
and continuous in that every act observed by raters must be classified. 
Bales (1971) sees at least three fundamental dimensions of social 
evaluation involved as one person views another in a group setting:
1) the degree of power, dominance, ascendance or individual prominence 
of the person; Z) the pleasant or unpleasant quality of feeling aroused 
by the person; and 3) the value of the person in the performance of 
group tasks and the achievement of group goals. Moving in a positive 
direction within these dimensions involves adapting, integrating, and 
contributing instrumentally.
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In a follow-up study (Helnicke and Bales, 1953)* between observer 
reliability (for highly skilled observers) by session by scoring 
category for initiated behavior was shown to be acceptably high, with 
correlations ranging between ,75 and .95* depending on the scoring 
category. Bales (Borgatta and Bales, 1953) reports that repeat 
scoring (test-retest) by trainees has usually demonstrated satisfactory 
reliabilities after three to four months of relatively intensive train­
ing, with Pearson correlations for ten of the 12 categories ranging 
from ,81 to .98. This is seen as adequate for the instrument's 
purposes (Buros, 1959)• "Validity of the technique is self-evident 
since it allows the recording of immediately perceived behaviors 
(Buros, 1953)."
In examining the structure of group process, Bales and Strodtbeck 
(1951) found that certain groups tend to move through similar phases 
in problem solving activities. Using the Interaction Process Analysis, 
behaviors of 22 different groups (some experimental and some actual 
groups) were coded. An analysis of the incidence of behavior per 
category showed certain of the groups to move through a logical three 
phase cycle in problem solving. In the first phase problems of orien­
tation are dealt with and rates of giving information are high. In the 
second phase the group moves to evaluation and rates of giving opinion 
are highest. Finally the group turns to problems of control where 
rates of suggestion giving are highest. Positive and negative reactions 
both tended to increase over time. Groups which did not follow the 
pattern were those in which participants were well acquainted with the 
factual aspects of the problem, reducing the need for orientation. 
However when all the acts of the 22 cases were summated by type of act
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and phase, the resulting values corresponded with the predicted cycle.
In another analysis of group behaviors at the Systems Research 
Laboratory at the Rand Corporation, Bales (1955) noted that about half 
(56#) of the acts during a group session fell into the category of 
problem-solving attempts with the remaining 44% being distributed 
between positive reactions, negative reactions, and questions. About 50% 
of the time a group member's first remark in a series is a reaction 
(agree, disagree, ask for opinion) 1 if he continues to speak, about 80% 
of the succeeding remarks are opinions or other offerings classed as 
attempts to solve the problem. Positive reactions tend to outnumber 
negative ones about two to one.
In exploring the relationship of some sociometrir: measures of 
position or status to overt behavior in interaction, Borgatta and 
Bales (1956) found certain patterns of interaction to be characteristic 
of various "leader" types. Combination of high and low ratings on the 
four sociometric measures— leadership group rating, leadership self 
rating, social acceptability group rating (popularity), and social 
acceptability self rating (confidence)— produced sixteen composite types 
of individuals. Using the Interaction Process Analysis, interaction 
data were recorded on 125 Air Force personnel participating in 166 
three-man sessions.
In examining the results, four types seemed closely related 
enough to be characterized as popular leaders. The total rates of these 
four were among the five highest and showed high absolute rates of 
supportive activity in the social-emotional categories as well as high 
absolute rates of activity directed toward the task problems of the 
group. A high rate of giving suggestions combined with a high rate of
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asking for information and opinion indicates, according to the authors, 
an emphasis on producing solutions for the group's task problems as 
well as a willingness to exchange ideas. A high rate of disagreement 
was also found which Borgatta and Bales (1956) interpreted as an 
ability to expose ideas and engage in controversy without withdrawing 
overt support from others.
Children's Personality Questionnaire
The Children's Personality Questionnaire (CPQ) was designed by 
Cattell and his associates as an extension of the Sixteen Personality 
Factor Questionnaire (16 PF) and the IPAT High School Personality 
Questionnaire (HSPQ) to provide a personality inventory for children 
aged 8-12 years. To facilitate continuity of interpretation, the 1*+ 
traits covered by the CPQ are designated by the same letters as the 
corresponding traits in the 16 PF and the HSPQ (Porter and Cattell, 1979).
Each of the two forms of the 1959 edition contained 70 two-or- 
three option items, including five items for each of the 14 traits.
The 1975 edition has four parallel forms, each form containing 140 items. 
The CPQ shares the theoretical and methodological perspective of the 
16 PF and is aimed at the measurement of personality factors "believed 
by Cattell to be central notions in the conceptualization and description 
of human character (Buros, 1978, p. 520),"
Interform scale reliability is not as high, according to Buros (1978), 
as would be expected for factorially derived scales. In a sample of 
2,930 American children, the correlation between Form A and Form B scores 
for factor A (reserved vs. warmhearted) was only .36; for factor J 
(vigorous vs. circumspect individualism) it was only .27. Intrascale 
reliability is also a problem for this test. Kuder-Richardson 20
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reliabilities range from .07 for factor J in Form B to .14- for factor 
N (naivete vs. shrewdness) on the same form to .37 for factor B (low 
intelligence vs. high intelligence) on Form A. The median coefficient 
for Form B is ,29. Test-retest coefficients are higher; the median 
coefficient for Form B being .52. Higher correlation coefficients are 
reported when combined forms are used, and the authors (1979) advise 
the use of combined forms for greater precision.
Two types of validity are discussed: direct concept validity and
predictive validity. Using factor analytic techniques, Porter and 
Cattell (1979) report direct validity coefficients ranging from .38 for 
factor G (expedient vs. conscientious) to .84 for factor B on the 
combined forms A and B. This analysis was conducted using the profiles 
of 836 boys and girls. To establish predictive validity the authors 
(1979) cite numerous studies showing strong correlations between 
various CPQ factors and other traits.
In an effort to examine how children define their personal space, 
Guardo (1976) presented 50 sixth grade children with several inter­
personal situations and asked them to place the participants, including 
themselves, within the physical space involved using cutout silhouettes. 
The stimuli used to describe the situations represented same-sex peers 
in various personal ways. These descriptions were based on the 14- 
personality factors in the CPQ. Distances between the figures were 
measured; these distances constituted personal space. The subjects 
were most attracted to peers described as outgoing, happy-go-lucky, 
intelligent, and forthright; and were least attracted to those 
depicted as emotionally labile and expedient. Obvious sex differences 
were found. Boys were attracted to vigorous and assertive peers and
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distanced themselves from apprehensive and emotionally labile peers. 
Girls moved closer to tender-minded peers and away from phlegmatic 
(slow about doing things) ones.
Mdntire and Drummond (1977) used scores from the CPQ. the SRA 
Achievement series, and the Otia-Lennon Mental Ability Test to develop 
a multiple regression formula for predicting self-concept as measured 
by the Piers-Harris Self-Concept score. Ten factors were found to 
contribute significantly to the prediction of self-concept at either 
the .01 or .05 level. The factors were primarily scales on the CPQ. 
Sex, ethnic background, achievement, and IQ accounted for a total 
of 3.61% of the total variance. Half of the variance was unaccounted 
for. According to these results, children with low self-concepts 
tend to get emotional when frustrated, are easily perturbed, tend to 
give up early, and are changeable in attitudes and interests. Some 
tend to be evasive of responsibilities, obstructuve, and wrapped up in 
themselves as well as exhibiting signs of fatigue, depression and 
anxiety.
The CPQ has been used extensively in examining the area of 
academic achievement. Hlgh-ability, high-achieving students have 
shown deviations from the norm in the direction of higher intelligence 
(B+), greater emotional stability (C+), greater venturesomeness (H+), 
and greater self-confidence (0-) (Werner and Bachtold, 1969; Cattell 
and Drevdahl, 1955; Drevdahl and Cattell, 1958)■
Treatment of Subjects
In designing the experimental conditions, a structured group 
experience was employed. This approach was chosen for two major
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reasons* l) the nature of the material (television production) Is 
more conducive to a structured setting because of the technical proce­
dures that must he mastered and followed and 2) structured exercises 
provided an educational-experiential format that allows and even 
requires participants to engage in new behaviors in a supportive 
rather than a hostile environment (Drum and Knott, 1977). Group 
interaction and leadership skills are skills which can be termed "life 
enhancing" since they enhance an individual's ability to cope with the 
demands of life. The structured exercises in the experimental conditions 
were designed 1) to provide optimal levels of group interaction while 
allowing for and encouraging individaul creativity and 2) to provide 
each child with at least two opportunities for directing or leading 
the group's activities.
Phase I
The 20 subjects in the first phase of the study were assigned to 
one of the following two experimental conditionsi l) Experimental Group, 
a workshop in basic Television Production, and 2) Control Group, a 
workshop in Logic and Problem Solving. Children were assigned to the 
groups in the following manner. At the beginning of each semester 
children in the PRISM program were presented with a listing of all the 
extra courses to be offered. Children were asked to select several in 
which they would be interested and to rank their preferences. On the 
basis of these expressed preferences and teacher recommendations, 
children were assigned to various workshops by the Gifted and Talented 
Coordinator. The groups were offered to the researcher as pre-assem- 
bled and were considered a homogeneous group of gifted children. Each 
group met once a week for approximately 12 weeks.
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Television Production Workshop
The Television Production Workshop was a structured group experience 
designed to instruct children in the fundamentals of basic television 
production. Each child was taught the operation of the following 
pieces of equipment: video camera, video switcher, videocassette
recorder, remote-control reel-to-reel video recorder, audio mixer, 
microphones, timer, reel-to-reel tape recorder, and Leteron graphics 
machine. Each child was also taught and then performed the duties and 
responsibilities of the following jobs associated with the production 
of a television program: producer/director, camera person, floor
manager, talent, audio person, video person, and timer.
After the basic operational procedures were mastered, each child 
was required to write a commercial and a public service announcement.
The children were then assigned to one of three groups of four members 
each. Each group met for a period of 15 to 20 minutes during workshop 
time to discuss each member's production. Each child then produced 
and directed his own commercial or public service announcement.
Following completion of these first productions, the children were 
assigned to three groups and were told to write a segment for a news 
broadcast. One group wrote news; one wrote weather; and the third 
wrote sports. The children then took turns producing the broadcast.
As each assignment was readied for production, the author was 
assigned the job of producer/director. This child became responsible 
for leading the other crew members in the production activity. Serving 
as producer/director allowed the child to practice leadership behaviors 
by l) presenting his ideas and obtaining feedback and suggestions 
during the production meetings, 2) assigning specific tasks to crew
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members while preparing the production, 3) presenting directions in 
such a way as to maximize crew effectiveness, and 4) communicating with 
the crew concerning the goals of the activity.
Serving as a crew member (including the producer/director) 
allowed each child to practice group interaction behaviors by 1) offer­
ing comments and suggestions during production meetings, 2) performing 
specific jobs as part of an overall effort, 3) cooperating with one 
another in order to minimize delays, and 4) offering feedback during 
the activity for improving the final project.
The concept of teamwork was stressed at each class meeting. 
Breakdowns in cooperative efforts were analyzed and processed before 
moving on to the next activity. After initial instructions for the 
activities were delivered, adult involvement in the production process 
was minimal. Direct intervention by the instructors was made in matters 
involving safety of the children such as the use of certain equipment, 
the positioning of lights, and the moving of flats.
Following the production of the news shows, the entire group 
decided collectively on a major production to culminate their 
experiences. This activity involved considerable use of interactive 
and cooperative skills. After a decision was reached on the type of 
show to be produced, the various jobs from director to talent were 
assigned on the basis of demonstrated expertise and expressed desire.
The production staff then met to plan out the technical aspects of the 
show, and the children working as talent met as a group to plan that 
part of the show. Due to a number of absences, there was a great 
deal of crossover between production and talent. When all preparations 
were completed, the production was videotaped.
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Following each set of tapings, the children had an opportunity to 
review their tapes and critique their work. These critiques provided 
another opportunity to practice interaction skills. Children rotated 
positions on each production in order to gain experience in each of the 
various crew jobs and to gain a feeling of the many parts that combine 
to form a total effort.
By necessity the production of a television program involved more 
than one person. It takes a team of people working together. While 
each person's job may be different and specialized, all the jobs must 
be combined in order to obtain a finished product. Cooperative team­
work is essential (Mlllerson, 1972). If a camera person refuses to 
follow directions, a vital perspective might be lost. If an audio 
person is not paying attention, a strategic microphone might be turned 
off when talent is cued. If the director is not communicating with the 
rest of the team, no one will know what to do. It is the necessity of 
working as part of a group or team that characterized this workshop 
and distinguished it from the Control condition. Because of the 
emphasis being placed on the development of teamwork and leadership 
skills in this workshop, it was seen as a Level II enrichment activity, 
Group Training Activities, in terms of the Renzulli Triad Model (1977). 
Logic And Problem Solving Workshop
This workshop was designed to teach each participant the rules of 
logic and how to use these rules to solve problems and also to improve 
deductive reasoning. The course was organized around Anita Hornadek's 
series Mind Benders. Each lesson involved a series of board exercises, 
using "trick" problems to warm the group up, followed by the use of 
individual logic sessions. Afterwards the path each student followed
8 6
to deduce his solution was shared with the group. The children were 
instructed to solve these problems working entirely on their own.
There was to be no group problem solving except during periods of data 
collection. Several example exercises are presented in Appendix G. 
Because of the emphasis on process development, this workshop was also 
seen as a Level II enrichment activity.
Phase II
Having focused on the acquisition of group interaction and leader­
ship skills in Phase I, the researcher then examined the manifestation 
of these skills in gifted children with certain personality character­
istics. For this reason, the activities in this phase were not as 
structured as in Phase I,
The 13 subjects, three females and ten males, who participated in 
Phase II were assigned to one of two groups on the basis of their 
scores on Factor IV, Independence, of the CPQ. Each group was exposed 
to the same treatment condition, an Advanced Workshop in Television 
Production, which lasted for twelve hours; four hours a day for three 
successive Saturdays.
Advanced Television Production Workshop
In the advanced workshop the subjects were expected to produce a 
television show with a more sophisticated format than any earlier 
productions in which they might have been involved. This included 
lighting design, increased use of sound and sound effects, use of 
special electronic effects available on the video switcher, and any 
other advanced techniques the children wanted to use.
At the initial meeting the total group of 13 decided the type of 
production on which they wanted to work and then organized and planned
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their production. There was a production meeting at the beginning of 
each class to plan the day's activities and a critique session at the 
end of each class to evaluate the day's progress. Participation in 
these exercises provided each child with additional opportunities to 




After the children were introduced to and had learned to use the 
production equipment, they were assigned to one of three groups. This 
served as their production group for the commercials and public service 
announcements. During the initial production meeting, which was the 
first opportunity for group interaction, each group was videotaped as 
they interacted. The videotapes of these production meetings were 
then rated by two independent raters (see Appendix H for Rater Training 
and Reliability) using the Bales' Interaction Process Analysis. During 
the same week, the subjects in the control group were divided into two 
groups. Each group was asked to work as a group in reaching the 
solution to the presented logic problem and was videotaped while 
accomplishing this task. These tapes were then rated using the Bales* 
Analysis.
Towards the end of the workshop, this procedure was repeated. The 
second (post) rating was to occur during the final production meeting to 
plan and organize the Workshop's culminating activity. Due to a 
technical failure the videotape was inaudible. The post tape was made 
of a critique following a showing of the final production to the
8 8
children and their parents. The Control group wa6 again asked to 
work cooperatively in solving the day's logic problem and was video­
taped while doing so.
During the last week of the workshops, the BCCI was administered 
to each child in the Language Arts classes of which the subjects were 
a part. After this instrument had been completed by the children, the 
Logic workshop leader and the investigator's co-instructor completed the 
Teacher Rating section on each child in their respective group. They 
made two ratings, one describing the child at the beginning of the 
workshop and one describing the child at the workshop's completion.
Phase II
Prior to the beginning of the Advanced Workshop, each subject was 
administered the Children's Personality Questionnaire. Videotapes 
were made of the first and second production sessions. These tapes 
were then scored using the Bales' Interaction Process Analysis. The 
investigator's co-instructor completed the Teacher Rating section of 
the BCCI on each subject at the completion of the workshop.
Experimental Design
Phase I of this study utilized a Nonequivalent Control Group 
Design (Campbell and Stanley, 1963) outlined as follows:
0^ X(TV Production Workshop) 0^
0^ (Logic Workshop) 0^
This design was chosen because the subjects were in pre-assembled 
groups and could not be randomly assigned to either the Experiemntal
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or Control conditions by the researcher. The subjects in both treat- 
nents were considered to be similar but could not be presumed similar 
enough to eliminate use of the pretest.
In terms of internal validity this design controlled for the main 
effects of history, maturation, testing and instrumentation. In terms 
of external validity, however, the randomized selection of subjects 
was impossible and therefore, the results will not be generalizable 
beyond a similar population of gifted children.
Phase II of this study employed a Criterion-Group Design (Tuckman, 
1978) outlined as followsi
0^  C(High Independent) 0^
0^ (Low Independent) 0^
This design was chosen in an attempt to determine if characteristics 
associated with the Criterion group produced or were related to 
differential criterion behavior.
In terms of external validity, once again the results will not 
be generalizable beyond a similar population of gifted children 
because of the absence of randomized selection of subjects.
Statistical Method of Analysis 
Nonparametric statistical methods were employed in this study 
because the data was not drawn from a normally distributed population and 
did not meet the requirements for using parametric tests. All six 
hypotheses were tested using the Mann-Whitney U Test, at the .05 level 
of significance.
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The first and second hypotheses concerned a comparison of group 
interaction and leadership behaviors as categorized by the Bales' 
Interaction Process Analysis* The comparisons were made between subjects 
in the treatment condition and subjects in the control condition. Each 
subject's behavior in pre and posttests was rated by two independent 
raters over the twelve categories of group interaction behavior. Total 
frequencies for each category were determined and compared. The 
treatment level served as the independent variable, and the rated behavior 
served as the dependent variable.
Hypothesis Three called for a comparison between the treatment 
and control groups on a peer rating obtained from the BCCI. Raw scores 
were obtained from the computer scoring of the BCCI and reflected the 
sum total of nominations received by each subject on the following 
scales as estimated by the peer groups Group Social-Conventional 
skills (GSC)i Group Total nominations (GTOT); and Group Disruptiveness 
(GD). Treatment level served as the independent variable and peer 
ratings as the dependent variable.
In the fourth hypothesis a comparison between the treatment and 
control subjects in terms of teacher ratings was sought. The computer 
scoring of the BCCI Teacher Adjective List provided raw scores represent­
ing the following scalest 1) the sum total of opsitive adjectives 
chosen (TR7)i 2) the sun total of negative adjectives chosen (TR8);
(3) adjectives describing unstable introversion (MEL)i k) adjectives 
describing stable introversion (PHL)j 5) adjectives describing unstable 
extroversion (CHL)i and 6) adjectives describing stable extroversion 
(SAN). Treatment level served as the independent variable and teacher 
ratings as the dependent variable.
Hypothesis Five was concerned with comparing the group interaction 
and leadership behaviors between gifted children designated as high 
independent and gifted children designated as low independent. Group 
interaction and leadership behaviors were measured by frequencies on the 
Bales' Interaction Process Analysis. The criterion designation of high 
independent or low independent served as the independent variable and 
the group interaction and leadership behaviors as the dependent variable.
The fianl comparison in Hypothesis Six concerned teacher ratings 
from the BCCI of the two criterion groupsi high independent gifted 
children and low independent gifted children. The criterion designation 
served as the independent variable and teacher ratings served as the 
dependent variable.
C h a p te r  k
Results
This study assessed the differential effects that participation in 
a group experience requiring interaction within the group and definite 
leadership behaviors had on post-treatment measures of group interaction 
and leadership behaviors, peer ratings, and teacher ratings. A sample 
of 20 gifted fourth, fifth, and sixth grade students were assigned on 
the basis of individual preference and teacher recommendation to this 
treatment condition and one control group. Eleven subjects were in the 
treatment group while nine participated in the control group. The 
treatment group completed a Television Production Workshop; the control 
group participated in a Logic and Problem Solving Workshop. During the 
third week and again at the completion of the workshops, videotapes 
were made of the subjects working as a group as opposed to working 
individually. Peer and teacher ratings of all subjects were obtained at 
the completion of the workshops.
In conjunction to this major thrust of the project, the study 
assessed the differential manner in which gifted children designated as 
either high or low independent manifested group interaction and leader­
ship skills. The sample of 13 children ranged in age from 11 to 13. The
subjects were designated as high or low independent on the basis of
their scores on the Independence Factor of the CPQ. Seven subjects
were designated as high; six as low. All subjects participated in an 
Advanced Television Production Workshop. Videotapes of the children's 
interactions were made on two successive meetings of the workshop.
Teacher ratings were collected at the workshop's completion.
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Specifically, this investigation sought to answer the following 
major research questions!
1. Is there any significant difference in the acquisition of 
positive group interaction skills of the treated and control groups 
which can he attributed to participation in the structured group experi­
ence, the Television Production Workshop? Within the experimental group 
will any significant differences emerge which can be attributed to the 
subjects' age or sex?
2. Is there any significant difference in the acquisition of lea­
dership skills of the treated and control groups which can be attributed 
to participation in the Television Production Workshop? Will any 
significant differences emerge within the experimental group which can 
be attributed to the subjects' age or sex?
3. Is there any significant difference in the BCCI ratings made 
by peers of the treated and control groups which can be attributed to 
participation in the Television Production Workshop?
k. Is there any significant difference in the BCCI ratings made 
by teachers of the treated and control subjects which can be attributed 
to participation in the Television Production Workshop? Will there 
emerge any significant differences within the experimental group which 
can be attributed to the subjects' age or sex?
5. Is there any significant difference in the manner in which sub­
jects designated as high or low independent based on their scores on the 
CPQ manifest group interaction and leadership skills? Are there any 
significant differences in the manifestations of these behaviors which 
can be attributed to the subjects' sex or age?
6, Is there any significant difference in the BCCI ratings made
9^
by a teacher of subjects designated as high or low independent based 
on CPQ scores? Will any significant differences in these ratings emerge 
which can be attributed to the age or sex of the subjects?
Questions 1, 2, and 5 which deal with group interaction and leader­
ship behaviors can be considered in subparts based on the twelve cate­
gories of the Bales' Interaction Process Analysis (i?a). Question 3 
which deals with peer ratings can be considered in subparts based on 
the three group rating scales of the BCCI. Questions k and 6 which deal 
with teacher ratings can be considered in subparts based on the six 
teacher rating scales of the BCCI.
The major hypotheses generated from the first four questions were 
tested using a Nonequivalent Control Group Design (Campbell and Stanley, 
I963). The data to test for differences between treated and non-treated 
subjected were subjected to a Mann-Whltney U Test. The major hypotheses 
generated from the last two questions were tested using a Criterion- 
Group Design (Tuckman, 1978). To test for significant differences be­
tween the two criterion groups, a Mann-Whitney U Test was applied to the 
data.
For the remainder of this chapter the statistical results of the 
present study will be presented by hypotheses.
Hypothesis 1: There will be no statistically significant difference
between the acquisition of positive group interaction skills of the treat­
ment and of the control groups as measured by the Bales' IPA.
To test Hypothesis 1, pre and posttest data obtained from the 
twelve categories of the Bales' IPA were subjected to a Mann-Whitney U 
Test. While only nine of the categories are considered positive, all 
twelve were analyzed. After this statistical test had been carried out
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with regard to each category for both pre and posttests, these analyses 
produced the following statistically significant U values* Pretest—  
a) Category 2— U**l07.5# b) Category 3— U-87.0, c) Category 7— U-110.0, 
d) Category 8— U-102.5, e) Category 9— U~97.0, f) Category 10— U-118.5; 
Posttest— (g) Category 2--U-52.5, h)Category 3— M*99.0, i)Category 7—  
U-87.0, j) Category 8— U-64.5, and k) Category 10— U-122.5. These values 
all reached the .05 level of significance. Table 1 presents the mean 
ranks of the variable under consideration in terms of the control and 
experimental groups for the twelve categories of the Bales' IPA for 
both pre and posttests. The Bales' IPA raw scores utilized in each of 
these analyses are reported in Appendix 1.
While the treatment group shoved a significantly higher incidence 
of positive group interaction behaviors in the categories of (3) agrees, 
understands, concurs} (7) gives suggestion, direction, implying autonomy 
for otherst and (8) gives opinion evaluation, analysis at the completion 
of the workshops, the two groups differed significantly on these cate­
gories as well as on (2) shows tension release, jokes, laughs and (9) 
gives orientation, information, repeats, confirms at the beginning of 
the workshops. The control group scored significantly higher in the 
category measuring orientation and information-seeking behaviors at the 
completion of the treatment but not prior to it.
Because significant differences were found to exist between the 
treatment and control groups on several pretest measures, another 
analysis was carried out prior to accepting or rejecting the research 
hypothesis. The pre and posttest data were subjected to a Mann-Whitney 
U Test to test for the amount of change between the pre and posttests 
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the following statistically significant U valuest a) Category 8—
U-111.0, b) Category 9— U**119.0, and c) Category 10— U-111.0. All were 
significant at the .05 level* Table 2 contains the mean ranks of the 
variable under consideration In terns of the treatment and control groups 
for all twelve categories.
These data suggest that the treatment group changed significantly 
more In terms of being able to give opinion* evaluation* and expressing 
feeling (Category 8) than the control group* but changed less than the 
control group over the course of the workshops In tens of giving 
orientation or Information (Category 9) and asking for orientation or 
Information (Category 10).
The research hypothesis that no statistically significant difference 
would exist between the acquisition of positive group Interaction skills 
of the treatment and of the control groups as measured by the Bales' IPA 
was partially rejected. Significant differences at the .05 level were 
found In five of the posttest categories and in three categories where 
change was meausred.
Hypothesis 2; There will be no statistically significant difference 
between the acquisition of leadership skills of the treatment and control 
groups as measured by the Bales' IPA.
To test Hypothesis 2* pre and posttest data were obtained from the 
seven Bales' categories measuring leadership-type behavioral Category 1—  
Shows solidarity; Category 7— Gives suggestion; Category 8— Gives opinion; 
Category 9— Gives orientation; Category 10— Asks for orientation;
Category 11— Asks for opinion; and Category 12— Asks for suggestion.
These data were then subjected to a Mann-Whitney U Test. Analyses of 
the data from these categories produced the following significant U
101
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Mann-whitney U Test of Control and Treatment Group 
Change Scores on the Bales' Interaction 
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valuest Pretest— a) Category 7— U-110,0, b) Category 8— U*102.5» 
c) Category 9— 4*97.0, d) Category 10— U-118.5j Posttest— -e) Category 7—  
U-87.0, f) Category 8— U-64.5, and g) Category 10— U-122.5. These U 
values sere all statistically significant at the .05 level of signifi­
cance. The U values of the other categories did not reach statistical 
significance at the .05 level. Table 3 presents the mean ranks and U 
values of the variable under consideration in terms of the control and 
experimental groups for the seven categories for both pre and posttests. 
The Bales' IFA ram scores utilised in each of these analyses are reported 
in Appendix 1.
Once again, because of statistically significant differences found 
at the pretest level, an analysis to measure the change experienced by 
the two groups was conducted. The pre and posttest data were subjected 
to a Mann-Whitney U Test to test for the amount of change experienced 
by both groups. These analyses produced three statistically significant 
U valuesi a) Category 8— U-111.0, b) Category 9— U-119.0, and c) Category 
10— U-111,0. All three reached the .05 level of significance. Table 4 
contains the mean ranks of the variables under consideration in terms of 
the treatment and control groups for the seven categories.
As stated in Hypothesis 1, these data suggest that the treatment 
group changed more in terms of being able to give opinion, evaluation 
and expressing feeling (Category 8) than did the control group, but 
changed less than the control group over the course of the workshops in 
terms of giving orientation or information (Category 9) and asking for 
orientation or Information (Category 10).
The research hypothesis that no statistically significant differences 
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Mann-whitney U Test of Control and Treatment Group 
Change Scores on the Leadership Categories of the 




























































ment and of the control groups was partially rejected. Significant 
differences at the .05 level were found in three posttest categories 
and in three categories where change was measured.
Hypothesis 3t There will be no statistically significant differ­
ence between the peer ratings of the treatment and of the control groups 
as measured by the Barclay Classroom Climate Inventory.
To test this hypothesis, the total number of peer nominations 
received by each subject as well as nominations in specific areas were 
competed, and the data were subjected to a Mann-Whitney U Test. The 
analyses following this statistical test produced the following U 
valuesi a) Group Social-Conventional skills— U-17^.0, b) Group Total 
Nominations— U-l96.0, and c) Group Disruptiveness— U-l?6.0. The U 
values for these three scales were not statistically significant at the 
.05 level. Table 5 presents the mean ranks and U values of the variable 
under consideration for the treatment and control groups. The Barclay 
Classroom Climate Inventory raw scores used in this analysis are reported 
in Appendix J.
The research hypothesis that there would be no statistically 
significant differences between the peer ratings of the treatment and 
control groups was accepted. The computed differences between the 
ratings of the two groups did not reach the .05 level of significance.
Hypothesis There will be no statistically significant difference 
between the teacher ratings of the treatment and of the control groups 
as measured by the BCCI.
To test this hypothesis, the total number of positive adjectives 
(TR?) checked pre and post treatment, the total number of negative 
adjectives (TR8) checked pre and post treatment, and the total number of
109
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Hypothesis 3— Mann-Whitney U Test of Control and Treatment Group 
Scores on the Peer Rating Scales of the 
Barclay Classroom Climate Inventory by Scale
Group Social-Conventional Skills
2-tail

























adjectives checked pre and post treatment on the MEL (Introverted-Un­
stable), CHL (Extroverted-Unstable), PHL (Introverted-Stable), and SAN 
(Extroverted-Stable) scales were computed and the data subjected to a 
Mann-Whitney U Test, The analyses following this statistical test 
produced the following statistically significant U valuest a) TR8 (pre)—  
U-12^,0 and b) CHL (pre)— U-72.0, The remaining U values did not reach 
the .05 level of significance. The mean ranks and U values of the vari­
able under consideration are presented in Table 6. The BCCI raw scores 
used in this analysis are reported in Appendix K.
Because significant differences were found to exist between the 
treatment and control groups on two pretest measures, the pre and post 
teacher rating data were subjected to a Mann-Whitney U Test to analyze 
the amount of change experienced between the pre and post ratings.
These analyses produced a significant U value for the TR8 scale, U-120.0. 
The remaining U values did not reach the .05 level of significance.
Table 7 contains the mean ranks of the variable under consideration in 
terns of the treatment and control groups.
The data suggest that the treatment group changed les6 in terms 
of total number of negative adjectives checked by the teacher than did 
the control group. The research hypothesis that no statistically 
significant difference would exist between teacher ratings of the treat­
ment group and the control group is partially rejected. The treatment 
group was rated statistically significantly higher in terms of negative 
adjectives prior to treatment than was the control group. The treatment 
group was also rated as being statistically significantly higher in the 
area of unstable extroversion prior to treatment. On the posttest 
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Mann-Whitney U Test of Control and Treatment Group Change 













































mTable 7— Change Scores
SAN
2-tail







between the treatment and control groups. The treatment group also 
experienced significantly less change than did the control group in 
terms of the total number of negative adjectives chosen by the teacher 
prior to and at the completion of treatment.
Hypothesis 5> There will be no statistically significant difference 
between the manifestation of group interaction skills and leadership 
skills of gifted children who have been designated as high independent 
or low independent on the basis of the Children's Personality Question­
naire.
To test this hypothesis data from two sets of obervations from 
the Bales' IPA were subjected to a Mann-Whitney U Test. None of the 2k 
U values resulting from these analyses were statistically significant at 
the .05 level of significance. The mean ranks of the variable under 
consideration are presented in Table 8. The Bales' IPA raw scores used 
in this analysis are reported in Appendix L.
The research hypothesis that no statistically significant difference 
would exist between the manifestation of group interaction and leadership 
skills of gifted children designated as high or low independent was 
accepted. The group interaction and leadership skills of the high 
independent group were not shown to be statistically different than the 
low independent group's behaviors at the .05 level of significance.
Hypothesis 61 There will be no statistically significant difference 
between teacher ratings as measured by the BCCI of gifted children 
designated as high independent or low independent on the basis of the 
CPQ.
To test this hypothesis data obtained from the six teacher rating 




























































































CO oa Ov o
0 • •
0 CO CO
















M  Cv. BvO












T l / ^ \
e v o  


















a * M  c •S. **
M  *.
S w S ~

















































































































































X!C ^  
M CM. 
I
XI G M w  
•H
X
• X3 •XI ^-M C X ,—x
G MO H N  G MO
M  I I l-l I
C X G C
* w ------ w
O •rt O















































rH CM C~V in*H » wr> O- Ovrt & Ov VO Ov•p o in vO 00
1 M • •CM M o o o
o o vn c• • •
cn u"V ccv- Cv. 00 oco•H
•P
>
PQ> Ov 00 vo CO ov o O-in P cm in i-l Cv. vo CM in vcrO rt • • • « • • • •
o 4> CM J- cv cn cn CVi ^






tJ • •cl 1 'd • T)C^~> T>'~. C ^ .  'O-'-v E  -— - C ^-v Ti^ -vM Cv- E VO M Cv- E vO M Cv- C vO H Cv- C vOI M I I H I H M I I M Ix: c c •C E E ■EE E X C CM-—  Sc -— tHh—  * v^ b3v_^ £ ■—^ bOw *•rt O •H O •H O tI oX t-i X i-l X i-l tr: M
rH 1-. ON W\•H • o Cv- .3rt p CM 1-1 o-P O 00 Cv-
1 h • • •
CM M o o o
m m m C• • •
Ov cn vo VCO- m Cv. vC




+> • • • •If) d • T* * d • du C^ ~. t3 ^ C ^-*-n ns c ^  'd^ -s C/—x•H H Cv- C VO m  r vo M Cv- C VO M C VO
ri< I M H I M  ft li m u 1 M IX E C .c c c x 0 c X E CblN-' S  — ■- t t f w  *  w J*N_* — '••H O •H O •H O •H OX i-3 X M tC M n: m
uo






After this statistical test had heen carried out with regard to each 
scale, these analyses produced the following U valuest a) TR7— U-20.5, 
b) TR8— U-19.5, c) MEL— U-21.0, d) SAN— U-20.5, e) CHL— U-19.5, *nd 
f) FHL— U-20.0. None of the six U values was statistically significant 
at the .05 level of significance. Table 9 presents the mean ranks and 
U values of the variable under consideration in terms of the two 
criterion groups. The BCCI raw scores used in each of these analyses 
are reported in Appendix M.
The research hypothesis that no statistically significant 
difference would exist in the teacher ratings of gifted children 
designated as high or low independent was accepted. The teacher ratings 
of the two groups were not shown to be statistically different from each 
other at the ,05 level of significance.
Additional Analyses
In this section findings not directly associated with the research 
hypotheses but pertinent to the scope of a child's acquisition of skills 
are presented. Within the treatment group in Phase I of this study, 
differences in the acquisition of group interaction and leadership skills 
and differences in the peer ratings and teacher ratings were explored 
in terms of the children's age and sex. The subjects in Phase II were 
also examined for differences in their display of group interaction 
and leadership skills and in ratings by teachers in terms of their age 
and sex. The observations related to these areas are now reported.
Phase I
Unpon examining the differences which existed between the treatment 
and control groups on several categories of the Bales' IPA both prior to
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Hypothesis 6— Mann-Whitney U Test of High and Low 
Independent Group Scores on the Teacher 
Rating Scales of the Barclay Classroom 



























































and at the completion of treatment, the present researcher askedi Is 
there a statistically significant difference Mithin the treatment group 
in regard to the acquisition of these skills which could be attributed 
to the subjects' age or sex? Sid teacher or peer ratings for the subjects 
differ in regard to age or sex?
To test for significant differences on the basis of sex, the three 
sets of data were subjected to another Hann-Whitney U Test. After 
computations were carried out, only one statistically significant U 
value was reported. The U value for the pretest score in Category 2 of 
the Bales' 1PA, U-26.5* reached the ,05 level of significance. This 
suggests that prior to treatment males displayed significantly more 
tension releasing, joking, and laughing behaviors than females* At the 
completion of treatment no statistically significant differences were 
found to exist between males and females. Mean ranks of the variables 
under consideration in terms of the sex of the treatment group are 
found in Tables 10, 11, and 12, Raw scores used in computing these 
analyses are presented in Appendices 1, J, and K.
To test for significant differences in terns of age, the three 
sets of data were subjected to a Kruskall-Wallis One-Way Analysis of 
Variance. The Kruskall-Wallis is an extension of the Mann-Whitneyi the 
resulting statistic has approximately a chi-square distribution (Nie and 
Hull, 1977). After computations were carried out, the following signif- 
leant chi-squares were reportedi a) Bales' Category 7 (pre)— X *5.98^, 
b) Bales' Category 9 (pre)— X2«9.^68, c) Bales' Category 8 (post)—  
X2-6.816, d) BCC1 Teacher scale PHL (pre)— X2-7.^31. e) BCCI Teacher 
scale TR7 (post)— X2-8.822, f) BCCI Teacher scale PHL (post)— X2-8.893,
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T a b le  12
Additional Analysis— Mann-Whitney U Test of Treatment Group 
Scores on the Peer Rating Scales of the Barclay 































reached the .05 level of significance. Tables 13, 1**, and 15 present the 
mean ranks of the variables under consideration In terns of the treatment 
group's ages. Raw scores are reported In Appendices I, J, and K.
These analyses suggest (l) that prior to treatment the older sub­
jects (aged 11) In the experimental group displayed more behaviors that 
could be classified as glflng suggestions or directions and as asking 
for orientation, Information or confirmation; (2) that following treat­
ment the 11 year old subjects displayed significantly more behaviors 
that could be classified as giving opinion or evaluation while 9 year old 
subjects displayed the second highest Incidence of these behaviors;
(3) that prior to and at the completion of treatment the 11 year old 
subjects were rated as being more stably introverted— stable, mature, 
organised, dependable; (4) that following the completion of the treat­
ment the older subjects were rated more positively overall; and (5) that 
following treatment the older subjects were rated as being more stable 
in an extroverted— active, confident, cheerful— manner.
Phase II
The data from Phase II, both sets of observations and the teacher 
ratings, were also examined to test for differences whioh could be 
attributed to the subjects' age or sex. To test for differences based 
on age the data were subjected to a Kruskall-Vallis one-way analysis of 
variance. Computations produced no statistically significant chi-square 
values at the .05 level of significance. Tables 16 and 17 contain the 
mean ranks of the variables under consideration in terms of the ages of 
the subjects in the criterion groups. Raw scores may be found in 
Appendices L and M. These analyses suggest that no differences exist 
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T a b le  15
Additional Analysis— The Kruskal-Wallis One-Way Analysis 
of Variance of Treatment Group Scores on the 
Peer Rating Sea]es of the Barclay 
Classroom Climate Inventory by Age
Mean
Chi-



































Additional Analysis— The Kruskal-Wallis One-Way Analysis of 
Variance of Criterion Group Scores on the Teacher Rating 
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they interact within a group which could be attributed to differences 
in age.
To test for significant differences on the basis of sex, the data 
were subjected to a Mann-Whitney U Test. After computations were carried 
out the following significant U values were reported! a) Bales'
Category 2 (first observation)--U-26.0, b) Bales' Category 3 (first 
observation)--U-22.0, c) Bales' Category 7 (first observation)— U-24.0.
None of the other values reached the .05 level of significance. This 
suggests that the males in the criterion groups showed significantly 
more behaviors that could be classified as showing tension release, joking, 
or laughing (Category 2)i agreeing, showing passive acceptance, or 
understanding (Category 3)I *nd giving suggestion or direction (Category 7). 
The mean ranks of the variables under consideration in terms of the sex 
of the criterion groups are found in Tables 18 and 19* Raw scores used 
in computing these analyses are presented in Append!oes L and M.
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T a b le  19
Additional Analysis— Mann-Whitney U Test of Criterion Group 
Scores on the Teacher Rating Scales of the 





























































The primary findings presented in this chapter were derived from 
the testing of six research hypotheses. It was found that the treatment 
group in Phase I changed more than the control group in terms of being 
able to give opinions and evaluations but less than the control group 
in terms of giving orientation or information and asking for orientation 
or information. No statistically significant differences were observed 
between the treatment and control groups on the three scales of the 
BCCI peer ratings. While no statistically significant differences were 
found in the post treatment teacher ratings of the two groups, the 
treatment group did show significantly less change in the total number 
of negative adjectives chosen to describe them than did the control 
group. No statistically significant differences were found to exist 
between the high independent and low independent subjects in Phase II 
in the way they manifested group interaction and leadership skills. 
Teacher ratings of the high independent subjects were not found to be 
statistically significantly different from those of the low independent 
subjects.
Incidental findings includedi (1) Males in the treatment group 
in Phase I displayed a statistically significantly greater number of 
tension releasing, joking behaviors than females prior to treatmentj 
(2) Eleven-year old subjects from the treatment group in Phase I 
exhibited statistically significanly more suggestion-giving and opinion- 
giving behaviors, and were rated as being more stable, mature, trustful, 
cooperative, active, cheerful, and generally more positive than the 
nine and ten year olds; (3) No statistically significant differences 
existed among the high and low independent subjects in Phase II on
151*
the twelve categories of the Bales' IPA or on the teacher rating scales 
of the BCCI with regard to the age of the subjects j and (**) Males In 
Phase II displayed a statistically significantly greater number of 
tension releasing, agreeing, and suggestion giving behaviors than the 
females during the first observation.
C h a p te r  5
Summary, Conclusions, Implications 
Discussion and Recommendations
The purpose of this final chapter is for the present investigator 
to evaluate the results reported in Chapter k by summarizing the study, 
presenting the conlusions, and discussing the implications and recommen­
dations for future research which seem pertinent.
Summary
The gifted child excels the average child in a number of develop­
mental areas. Research indicates that while the gifted may have a greater 
understanding of what ought to be done in social situations and in how 
to direct a group's activities, their behavior may not differ markedly 
from the average child's. While the potential for excellence in these 
areas exists, little specific attention has been given to enhancing them. 
This has not only deprived the child of developing his total talents, 
but has also deprived society of enlightened competent leadership.
The primary purpose of this investigation was to assess the 
differential effects of a structured group experience in television 
production on the group interaction and leadership behaviors, peer 
ratings, and teacher evaluations of a group of gifted fourth, fifth, and 
sixth grade students. Twenty gifted children were self-selected into 
two groups? one which served as the treatment condition and one as the 
control condition. The experimental method involved the children's 
participation in a Television Production Workshop? a workshop in Logic 
and Problem Solving served as the control condition.
A Non-equivalent Control Group Design was used for this phase of
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the study. During the third week of treatment and during the next to 
the last week of treatment videotapes were made of the subjects working 
in groups and the interactions analyzed. Teachers and peers rated the 
subjects during the final week of treatment.
Separate Mann-Whitney U Tests were computed in comparing the 
mean scores on measures of group Interaction behaviors, leadership 
behaviors, peer ratings, and teacher ratings, A statistically significant 
difference was observed at the .05 level of confidence between the 
treatment and the control groups on the scales of the Bales' IPA 
measuring (l) the ability to give opinion or evaluation, (2) the ability 
to give orientation or information, and (3) the ability to ask for 
orientation or information, and in the number of negative adjectives 
checked for each child. The treatment group changed more in opinion- 
giving behaviors, but less in orientation-giving and orientation-seeking 
behaviors and in overall negative ratings over the course of the treat­
ment. No statistically significant differences were found to exist 
between the two groups on the remaining nine scales of the Bales' IPAj 
on the total group nominations, group disruptiveness, and group social- 
conventional skills as measured by the BCCI? and on overall positive 
ratings, unstable introversion, unstable extroversion, stable introver­
sion, and stable extroversion as measured by the BCCI. Within the 
experimental group males scored significantly higher on behaviors 
related to tension release, joking, and laughing prior to treatment.
No other significant differences attributable to the sex of the child 
were found to exist on the Bales' or the BCCI.
Within the experimental group, the 11-year-old children displayed 
significantly more suggestion-giving, orientation-seeking behaviors prior
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to treatment? more opinion-giving behaviorB following treatment; were 
seen as significantly more stable and mature before and after treatment; 
were rated significantly more positively overall following treatment; 
and were rated as significantly higher on scales measuring stable intro­
version (FHL) and stable extroversion (SAN). No further significant 
differences were found to exist on the basis of the subjects' age.
The second purpose of this investigation was to assess the differ­
ential display of group interaction and leadership behaviors and 
differences in teacher evaluations of children who had been designated 
as high or low independent on the basis of their scores on the CFQ. 
Thirteen gifted children with prior media experience participated in 
an Advanced Television Production Workshop. All subjects experienced 
the same treatment condition.
A Criterion-Group Design was used for this phase of the study.
During the first and second olass meetings videotapes were made of the 
subjects working within groups on projects; these interactions were then 
analyzed. A teacher rated the subjects at the end of the workshop.
Separate Mann-Whitney U tests were computed in comparing the mean 
scores on measures of group interaction behaviors, leadership behaviors, 
and teacher ratings. No statistically significant differences were found 
to exist among the two criterion groups on any of these variablest 
group interaction behaviors, leadership behaviors, or teacher ratings.
No statistically significant differences were found to exist among the 
subjects when these variables were compared on the basis of age or sex.
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Conclusions
The conclusions concerning (1) the differential effects of the 
Television Production Workshop in terms of group interaction "behaviors, 
leadership "behaviors, peer ratings, and teacher ratings and (2) the 
differential display of group Interaction and leadership behaviors and 
the teacher ratings of children designated as high or low independent 
as defined by this investigation will be presented by hypotheses. 
Hypothesis 1
The research hypothesis that no statistically significant differences 
would exist between the treatment and control groups in the acquisition 
of group interaction skills was rejected in regards to three categories 
on the Bales' Interaction Process Analysis: Category 8— gives opinion,
evaluation, expresses feeling; Category 9— gives orientation, information; 
and Category 10— asks for orientation, information. The analyses of 
these categories reached the required .05 level of significance.
Hypothesis 1 was accepted on the remaining nine categories reflecting the
comparison of the two groups on the measures of interaction. It was
concluded, after examining the amount of change experienced, by each
group, that the treatment group scored higher than the control group 
under the conditions of this study in terms of giving opinions, evalua­
tions, or expressing feelings. It was also concluded that the control 
group scored higher than the treatment group under the conditions of 
this study in terms of (l) giving orientation and information and (2) 
asking for orientation and information.
Hypothesis 2
The research hypothesis that no statistically significant differences 
would exist between the treatment and control groups in the acquisition
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of leadership skills was rejected in regards to three categories on the 
Bales' Interaction Process Analysis: Category 8— gives opinion, evalua­
tion, expresses feeling; Category 9— gives orientation, information; and 
Category 10— asks for orientation, information. The analyses of these 
categories reached the required .05 level of significance. Hypothesis 2 
was accepted on the remaining four leadership categories reflecting the 
comparison of the two groups on measures of leadership. It was concluded, 
after examining the amount of change experienced by each group, that 
the treatment group scored higher than the control group under the 
conditions of this study in terms of giving opinions, evaluations, or 
expressing feelings. It was also concluded that the control group 
scored higher than the treatment group under the conditions of this 
study in terms of (l) giving orientation and information and (2) asking 
for orientation and information.
Hypothesis 3
The research hypothesis stating that the treatment and control 
groups would not be statistically significantly different in ratings by 
peers on the BCCI was accepted. There were no statistically significant 
differences between the groups at the .05 level of significance; therefore 
it was concluded that no statistically significant differences existed 
between the groups under the conditions of this study in terms of peer 
ratings as determined by the BCCI,
Hypothesis k
The research hypothesis that there would be no statistically 
significant differences between the treatment and control groups on 
teacher ratings as measured by the BCCI was rejected for the scale 
measuring total negative adjectives received. The analysis of this
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scale reached the required .05 level of significance. Hypothesis k was 
accepted for the other five scales reflecting the comparison of the two 
groups on ratings by teachers. It was concluded, after examining the 
amount of change experienced by each group on each scale, that the 
treatment group changed less than the control group under the conditions 
of this study in terms of the total number of negative adjectives, as 
measured by the BCCI, chosen by a teacher to describe each subject. 
Hypothesis 5
The research hypothesis that no statistically significant 
differences would exist between the high independent and low independent 
groups in the manner they displayed group interaction and leadership 
skills was accepted. There were no statistically significant differences 
between the groups at the .05 level of significance; therefore, it was 
concluded that no statistically significant differences existed between 
the groups under the conditions of this study in terms of group inter­
action and leadership behaviors as measures by the Bales' IPA.
Hypothesis 6
The research hypothesis that there would be no statistically 
significant differences in the teacher ratings of the high independent 
and low independent groups was accepted. There were no statistically 
significant differences between the groups at the .05 level of signif­
icance; therefore, it was concluded that no statistically significant 
differences existed between the groups under the conditions of this 
study in terms of teacher ratings as measured by the BCCI.
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Limitations
The generalizability of the results of the current study is limited 
because of certain logistical concerns that existed within the framework 
of this investigation. The most outstanding ones are discussed here 
briefly.
1. The external validity of this present study is restricted by 
the size and characteristics of the sample. As the experimental designs 
called for two groups, the resulting numbers of 11 and 9 in the treatment 
and control groups in Phase I and of ? and 6 in the high and low 
independent groups in Phase II were admittedly small.
2. Randomization was logistically impossible. The subjects in­
volved in Phase I were assigned to one of the two conditions on the 
basis of expressed interest and teacher recommendation; therefore the 
generalizability of the results may not easily be extended to other 
populations. The subjects involved in Phase II were required to have 
experience in television production; thus, the generalizability of those 
results is also limited.
3. An equipment failure caused the loss of the treatment group's 
posttest videotape. Because of a lack of time, the researcher and her
associate were unable to retape the treatment group planning their final
production. A brief discussion following the viewing of the final
production had to substitute as the posttest tape.
9-. Transportation restrictions prevented the treatment subjects 
from spending each meeting at the television studio. The meetings 
alternated between the studio and the subjects' home school which resulted 
in some loss of continuity and cut down on the children's familiarity 
with the equipment.
5. Restrictions placed on the researcher by the participating 
school district in Phase I limited the amount of testing that could 
be done in the classrooms; thus only one peer rating was obtained.
6. Eecause no one accepted definition of leadership exists, a 
valid instrument for assessing leadership behaviors was most difficult 
to secure.
Imnllcations and Discussion
Implications drawn from the results of this present research 
endeavor will now be presented, and the results of the study will be 
discussed.
The effectiveness of the experimental treatment that was partially 
borne out in the current report implies that some group interaction 
skills, leadership behaviors, and measures of teacher evaluation can be 
influenced by a structured group experience designed to focus on the 
development of particular skills. These analyses from the present, 
investigation concur with earlier reports that showed that group skills 
could be learned by participation in a group (Cartwright and Zander, l96Rb 
Johnson and Johnson, 1975; Newland, 1976).
The lack of significance in Phase I on the majority of categories 
of the Bales IP’A as well as the presence of significance on several 
pretest categories could be a function of several factors. First, while 
both the treatment and control groups were given similar instructions 
and were encouraged periodically to work cooperatively during the pretest 
taping, the control group openly expressed a great deal of reluctance 
to working as a group on the logic problems. Secondly the treatment 
group's posttest tape was lost due to a technical failure, and a sub-
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stitute tape was of the subjects' discussing their final project after 
viewing it and did not provide as much opportunity for displaying the 
behaviors in question as did the planning of the project. This factor 
could have also influenced the resulting change scores of the two groups. 
Thirdly, the field of television can be a high interest area to children, 
and the opportunity to participate in a workshop in television production 
could have more appeal to certain personality types. Since the subjects 
knew there would be a good deal of time spent in front of the camera, 
the more outgoing, gregarious child might, have been more attracted to 
this kind of experience thus creating an initial disparity between the 
two groups.
This personality factor could also account for the absence of any 
differences within the treatment group based on the sex of the subjects. 
It was somewhat anticipated that the 11-year-olds within the treatment 
group would be seen as more mature, cooperative, stable, etc., by the 
teacher. What was not expected was that the nine year olds would be 
rated higher than the ten year olds. This may have been due in part to 
the fact that both nine year olds were female and two of the three ten 
year olds were males, and that females tend to mature earlier than males.
The absence of any significant differences between the criterion 
groups in Phase II could be attributed to the close clustering of scores 
on the Independence factor of the CPQ, Since all thirteen scores were 
very close to each other numerically, the resulting computed standard 
deviation was quite small. Thus the subjects who fell into the high 
independent group were not significantly different enough from those in 
the low independent group to display a difference in their behaviors.
mRecommendations
The limitations of the present investigation as well as some of 
the observed implications provide suitable points around which recommen­
dations for future research ca.n be organized,
1. Replications of Phase I of this experiment seem in order; 
however, the generalizability of results would be increased by using a 
completely randomized sample and by using larger numbers of subjects 
participating in the treatment condition and the control group. This 
would also allow for a true experimental design to be used, increasing 
the internal and external validity of the study.
2. Modifying the design to include a nontreated control group 
for comparative assessment would expand the scope of a similar inves­
tigation.
3. Conducting a follow-up investigation at strategic points in the 
subjects' school year to check the efficacy cf treatment methods would 
enlighten researchers as to the long-range effect, if any, of these 
techniques.
9-, Collecting pre and post peer ratings would provide the researcher 
another area in which to assess the growth of the subjects.
5. Replications of Phase II of this study also seem in order. The 
generalizability of results could be increased by using larger numbers 
of subjects, This would provide a more diverse sampling of personality 
variables making possible a more clear cut distinction on the criterion 
variable,
6. Collecting peer ratings would provide the researcher another 
area in which to assess the criterion variable.
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Present literature on the gifted child is only begininning tc 
reflect research efforts directed at areas other than the child's 
intelligence. Therefore, it is suggested that counselors and researchers 
in this crucial area look critically at the treatment methods suggested 
in this present investigation and continue to develop more efficient 
and effective growth experiences for the gifted child.
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Lights, Camera, Action
W IL L IA M S B U R G  -  Buddy Com­
pton, a 12-year-old student at Poquoson 
Middle School, now understands why 
con tem po rary  film s  look c le a re r, 
brighter and sharper than older mov­
ies.
He is one of 16 Peninsula students 
learning the mechanics of television 
production, everything from  script 
writing to video taping, in a three-week 
workshop in the studios of the College 
of W illiam  and M ary.
' The fifth , sixth and seventh graders 
from W illiam sburg , Newport News and 
Poquoson are producing and directing 
their own com m ercials, news programs
and complete shows with the guidance 
of co-directors Elizabeth S. Cox and 
James W. Slate of the college’s tele­
vision services.
The sum m er workshop is funded 
with a $25 tuition charged each student 
and is being conducted from 1 to 4 p.m. 
Monday through Thursday.
As a result of the independently 
organized workshop, the co-directors 
hope to discover whether its techniques 
can be effectively used in regular 
classrooms.
^W c'd like to find but w hat is the 
best way to teach them to le a rn ,” Ms. 
Cox said.
'Jkxv*. t.v.
John Champion, 11, of Williamsburg, operates television camera.
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Elizabeth S. Cox, right, explains control room switching to David Atkinson,
Peter Borland and G ary Johnson.
Staff Photos By Thom Slater
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Aspiring producers learn how to make their own commercial.
*■'«» l - m o c  B i v W r’s Sftc(j  p ^OQUCIIOn.
cuioo, ahnut the report says, the
(Staff Photo* bv Thom Slator)
Leslie Sadler at camera focuses on Steven Bell doing tea
commercial.
Students Learn Ways 
To Be On Television
By MIKE NORIKS.
Staff Reporter 
W IL L IA M S B U R G  -  
Most kids between 10- 
and 12-years-old spend 
their tim e in front of a 
television set.
But at least one group 
of fifth , sixth and seventh 
graders from  the Penin­
sula is learning what it ’s 
like behind the T V  cam ­
eras.
The 16 gifted students 
who joined the first work­
shop of its kind at the 
College of W illiam  and 
M ary  are learning the ru­
d im ents of producing, 
directing and airing a tel­
evision program .
“ T h e y 'r e  v e ry  en ­
thused. They are picking 
up the terms and every­
thing very w e ll,” E liz ­
abeth S. Cox, co-director 
of the program , said.
The three-w eek pro­
g ram , paid for with a $25 
tuition fee from each, 
began Monday. The stu­
d en ts  g a th e r  in the  
college’s Phi Beta Kappa 
H all television studios 
Monday through Thurs­
day at 1 p.m. for an hour 
of discussion, guest lec­
tures, films or other ac­
tiv ity .
T h e  re m a in in g  two 
hours each day are spent 
using the equipment.
They are  producing  
and directing their own 
com mercials using prod­
ucts real or imagined.
“ Plantation M int — the 
tea that will m ake you 
think of cool summer 
even in g s  in the  Old 
South,” recited Steven 
B e ll, 11, of N ew port 
News, as he practiced the
fine points or announcing.
D u r in g  th e  second  
week of the workshop, 
the students w ill create  
their own news, weather 
and sports shows. In  the 
th ird  w eek, they w ill 
switch from individual to 
group activities to create 
a com ple te  p ro g ra m , 
such as a play or game 
show.
T h e  s tu d en ts  w ere  
clearly excited Tuesday 
as th e y  tap e d  com ­
m ercials.
“ I think it's fun, in­
te r e s t in g , e s p e c ia lly  
working the switches,” 
Leslie Sadler, a sixth 
g ra d e r  a t  B e rk e le y  
•Elem entary School, said. 
“ I have stage fright,” 
com plained Pete Com­
pton, 11, of Poquoson.
“ But you haven't been 
on s tag e  y e t ,"  M iss 
Sadler quickly  pointed 
out.
At any one tim e, four 
students are operating 
the control room panel, 
taping and directing the 
use of cameras. Two oth­
er students are manning 
cameras on the set an^ 
one person is “ talent" — 
the person reading the 
script.
The students were able 
to join the program  sim­
ply by answering a news­
p ap er a d v e rtis e m e n t, 
which the college’s Office 
of Special Program s ran 
for one day, and paying 
the tuition which is being 
used to cover expenses of 
the program .
James VV. Slate, tele­
vision systems engineer
at the college who is co­
director of the program, 
and Ms. Cox hope the pro­
gram can be expanded to 
include more age groups 
and even learning-dis­
abled children.
“ I think this is valid for 
any children, even LD 
children,” Slate said.
The co-directors have 
found their aspiring pro­
ducers fascinated by the 
technology of television 
productions.
But in addition to 
learning how to zoom a 
camera or prepare ad­
vertising graphics, the 
students are learning to 
work together, they said. 
“ They learn about coop­
erating perhaps more 
than anything else,” Ms. 
Cox said.




T im e i-H trlad  SUM W riter
“ Stand by for tap ing ,” the floor 
manager shouted as two cam eram en  
. ,  focused their television cam eras on a 
person fran tica lly  try ing  to memorize  
, his script.
Nearby, a group of eight people 
were engaged in what seemed to be a 
very high-powered discussion. Papers  
were pulled out of canvas bags and a 
potpourri of products were set on table 
tops. Words like "advertis ing ,” " m a r ­
ketable” and "best-selling” frequently  
popped up in their conversation.
In the control room, which was sepa­
rated from the television studio by a 
glass window, a young d irector gave his 
two assistants last-minute instructions. 
Once he was convinced everything was 
ready, the d irector gave a command for 
the taping to begin.
In nearly every aspect this te le ­
vision studio is typical of others, except 
the 16 people who run it are between the 
ages 10 and 12.
They’re enrolled in the Television 
Workshop for Gifted Children offered 
through the Office of Special Programs 
at the College of William and Mary and 
held in Phi Beta Kappa Memorial Hall.
To he adm itted to this class, each 
child hud to subm it a statem ent why he 
wanted to participate in the program , 
along with a letter of recomm endation  
from  his principal or teacher.
Under the direction of James W . 
Slate, the college's systems engineer,
.• and Elizabeth Cox, workshop co-direc­
tor, these students are learning the 
basics of television production.
In  this three-week class, which is 
held from 1-4 p.m . Monday through 
Thursday, the children are learning 
how to operate microphones, T V  cam ­
eras and tape recorders and are w rit­
ing, directing, producing and film ing  
their own productions.
Ms. Cox explained, "Wc hope the 
children gain some technical knowl­
edge and become sensitive to what is 
( . involved in the production of a te le ­
vision show. W’e want them to look at 
' , a show and decided how much effort it 
! took to produce. They're finding out 
that a 30-second com m ercial m ay take 
two or three hours to m ake.”
“ Besides teaching them the basics • 
of television production, we hope they’ll 
be able to work as a team and be able 
. to follow a schedule,” said Slate.
Last week the 16 students were in­
troduced to the art of advertising and 
were asked to w rite  and produce ori­
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A fter tl-year-old  J e ff Gould saw his 
ad on tape he ran into the studio bubbl­
ing with excitement.
“ In the control room I was very  
nervous," said the curly-haired young­
ster. “ F o r a second I thought my chair 
was going to shake; it was like having  
an earthquake under it.
“ It's great looking back on the com ­
mercial and thinking, ‘Gee, I made that 
com m ercial.' You know someone else 
might see it and say ‘Who in the hell 
made that great a d ? "’
John Champion, an 11-year-old from  
W illiam sburg, decided to write a com ­
m ercial for Creep Toothpaste. Accord­
ing to the up-and-coming advertising  
executive, Creep is great for vampires  
and monsters. It not only cleans, but it 
sharpens their teeth as well — all the 
better for biting.
Perhaps the most im aginative ad- 
, ve rtisem ent was w ritte n  by E r ik
Swanson, who was trying to sell his 
teacher.
“ M r. Slate has two audio receptors 
(ears), two visuals (eyes) and vocal 
capability ,” said the creative student. 
“ Every household should have a M r. 
Slate. He does whatever you tell him to 
do, unless his self-learning capability  is 
overrun and he starts talking back."
This week the students w ill write  
and produce their own television news, 
weather and sports broadcasts and may 
do some on-the-spot reporting using a 
portable cam era. Next week they'll 
work in teams to produce a 30-minute 
program such as a game show or soap 
opera.
Both Slate and Ms. Cox are pleased 
with the results of the program so far' 
and would like to see it expanded. In the 
fall, they hope to offer college students 
a s im ilar program  and perhaps have a 
class for learning disabled children.
Students in workshop learn every an­
gle of TV  production (fa r  le ft) . Above, 
Peter Compton (from  left) and Daniel 
Fuchs stand by while Jeff Gould gives 
last-minute instructions to the camer­
aman, John Champion (a t le ft). Staff 
photos by Joe Fudge.
MIRRORS...A REFLECTION 
OF YOUR G O O D  TASTE
Enhance the de c o r o f yo u r hom e w ith  tas te fu l, beau­
tifu l m irrors. The d ecora ting  possibilities a re  p rac­
tica lly  limitless, w ith  m irro red  w alls  a n d  furnishings  
from
Elizabeth Shifflette explains use of TV monitors to student directors.
Gifted students focus 
attention on television
By Alan Robertson
One of the unique courses 
being taught in the  
' W illiam sb u rg -Jam es  C ity  
County PR IS M  Program  for 
gifted-talented students is a 
te levis ion  workshop for 
students in grades 4-6.
I t ’s taught by two volunteers 
from the W illiam  and M ary  
television studio. J im  Slate and 
E lizab eth  S h iffle tte . The  
course is held  at Bruton  
H eights e very  Thursday  
afternoon, 2:15-4:15. During  
the second term , the course 
w ill shift to B erke ley  
Elem entary School.
The experien ce  is tru ly  
“ hands-on,” for students are 
taught to use every piece of 
equipment norm ally found in a 
s m all te lev is ion  studio. 
Students even learn  to 
generate their own special 
' effects for the cameras.
CHALKTALK
At the conclusion of the 
approximately 24 hours worth 
' of instruction, the students are 
. expected to be able to write,
 ^ direct, edit and present their 
'[own televis ion  productions. I 
; Parents will be invited to come '
■ and view the projects. i 
’. E v e n tu a lly , a com plete
curriculum is planned for the
• gifted and talented program in j 
L; television. A s im ilar course is
y  now being taught at Norge 
’ ’ P rim ary School where the 
■students develop their own
■ weekly show that is broadcast 
' to the student body. A grant is
• being sought to provide a 
media program at the junior
; high level as well. Lafayette
■ High a lre a d y  has a fu lly  
; equipped television studio.
Appendix £
WILLIAMSBURG-JAMES CITY COUNTY PUBLIC SCHOOLS 




Your child is being asked to participate in a research project of the Schoo] 
of Education of the College of William and Mary on the development of group inter­
action and leadership skills in children aged 10-12.
In gathering the data for this project, your child will be administered 
the Barclay Classroom Climate Inventory. This inventory is designed to assess a 
child’s perceptions of his or her own skills and interests and his or her perceptions 
of classmates' skills. This is not a personality test and asks for no information 
concerning the child's private life. The inventory takes approximately 15-20 minutes 
to administer.
All responses obtained from the children will be held strictly confidential 
by the researcher, and a copy of the results will be given to the school system.
The results will help the schools in determining what effect certain small group 
activities, such as Berkeley's television workshop class, have on the self-confidence 
and leadership ability of bright students.
If you have any questions or concerns about the inventory, please contact 
either Alan Robertson at 229-6432 or Liz Shifflette at 255-4275.
Elizabeth Shifflette
Doctoral Candidate, William and Mary
Alan T. Robertson
Coordinator of Gifted-Talented Programs 
Williamsburg-James City County Public Schoo
******************************
Please return this ferm te the Scheel effice.
Student's name
________  Yes, I weuld like fer my child te participate in the research preject.
____________ Ne, I weuld net like fer my child te participate.
Parent's signature
College of William and Mary in Virginia
t e l e v i s i o n  s e r v i c e s
. Wiliiamsburg, Virginia 23185
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Dear Parentst
As we discussed earlier, 1 an sending under separate cever te yeur 
child an inventery called the "What Yeu De and What Yeu Think" test. This 
inventery is designed te measure yeur child's feelings and attitudes en a 
variety ef facters. I am net interested in any ene child's respenses in 
particular hut rather in hew gifted children, as a greup, respend te these 
types ef questlens.
All data I cellect en er fren yeur child will he held in the strictest 
cenfidence, and yeur child will he afferded cemplete anenymity. In the final 
research repert, ne reference will he made te any individual whe participated 
ner will aayene he ahle te identify the participants frem the reperted 
results.
If yeu have ne ebjectien te yeur child's participatlen in this preject, 
please sign the ferm at the hettem ef this page and return it te me in the 
stamped, self-addressed envelepe. If yeu have any questlens, please de net 
hesitate te call me. I will he mere than glad te share my findings with 
yeu when the research is cempleted.
Thank yeu fer yeur ceeperatien and suppert.
Sincerely,
Elizabeth Shifflette
My child(ren), . has my
permissien te participate in the research preject being cenducted by 
Elizabeth Shifflette in cenneetien with her decteral werk.
This includes my child's taking ef the "What Yeu De and What 
Yeu Think" inventery. i/We understand that all results will 




WILLIAMS BURG-JAMES C ITY  COUNTY PUBLIC SCI IOOLS 
P.O. Box 179
W lL I.IA M S B U R G , V IR G IN IA  23185
D i v i i i o n  S u p e r in t e n d e n t  
DR. H EN R Y A. RENZ TE L E P H O N E : 
(804) 229-6432
August 25, 1978
Mr. James Slate 
Department of Television 
College of William § Mary 
Williamsburg, VA 23185
Dear Mr. Slate:
Mrs. Mildred Loring informed me recently that you might be available 
to teach mini courses to our gifted/talented students this year. I was 
very excited by the prospect and would like to hear more.
Specifically, I would like to know how many students you would 
be willing to work with, for how long a period of time, how often 
would you be willing to meet, and would any cost be involved.
After I get this information, it will be easier for me to determine 
how the material may be incorporated into our curriculum.
Thank you very much for your interest and your cooperation!






242 D M e r r i m a c  T r a i l  
W i l l i a m s b u r g ,  V i r g i n i a  23185 
S e p t e m b e r  28, 1978
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D r .  I l e n r y  R e nz
S u p e r i n t e n d e n t  o f  S c h o o l s ,  W i l  1 i n m s b u r g - J a m c s  C i t y  C o u n t y  
S c h o o l  B o a r d  O f f i c e  
W i l l i a m s b u r g ,  V i r g i n i a  23185
D e a r  D r .  R e n z :
I  a m  w r i t i n g  t o  r e q u e s t  p e r m i s s i o n  to  c o n d u c t  the  r e s e a r c h  f o r  m y  d o c t o r a l  
d i s s e r t a t i o n  in  th e  W i l l i a m s b u r g - J a m e s  C i t y  C o u n t y  s c h o o l  s y s t e m .
T h e  f o c u s  o f  m y  r e s e a r c h  i s  i n  d e v e l o p i n g  t e a m w o r k  and  l e a d e r s h i p  s k i l l s  
in g i f t e d  c h i l d r e n .  T h e  d e v e l o p m e n t  o f  t h e s e  s k i l l s  w o u l d  be a t t e m p t e d  t h r o u g h  
a c o u r s e  i n  b a s i c  t e l e v i s i o n  p r o d u c t i o n .  S in c e  p r o d u c i n g  a t e l e v i s i o n  s how  
m u s t  be .  b y  n e c e s s i t y ,  a c o o p e r a t i v e  v e n t u r e ;  i t  i s  to  be ho p e d  t h a t  p u t t i n g  
c h i l d r e n  i n  t h i s  t y p e  o f  s i t u a t i o n  w o u l d  p r o d u c e  t h e s e  s k i l l s  i n  t h e m  and t h a t  
l l i e s e  s k i l l s  w o u l d  c a r r y  o v e r  to  o t h e r  a s p e c t s  o f  th e  c h i l d ' s  l i f e .  T h e r e  
w i l l  be no i n t e r v e n t i o n  i n t o  t h e  c h i l d r e n ' s  l i v e s .  T h i s  s k i l l  d e v e l o p m e n t  w o u l d  
l>e a t t e m p t e d  e n t i r e l y  t h r o u g h  th e  c o u r s e  w o r k .  T h e r e  w i l l  be no i n t e r f e r e n c e  
b y  m e  i n  t h e  c h i l d r e n ' s  r e g u l a r  s c h e d u l e .
T o  e v a l u a t e  t h e  s u c c e s s  o f  t h i s  p r o g r a m ,  s o m e  t e s t i n g  w o u l d  be 
n e c e s s a r y .  T h e  t e s t i n g  w o u l d  a t t e m p t  to  m e a s u r e  th e  g r o w t h  i n  t e a m w o r k  and 
l e a d e r s h i p  s k i l l s  o v e r  t h e  p e r i o d  o f  th e  c o u r s e .  P a r t i c u l a r  t e s t s  h a v e  no t  
b e e n  c h o s e n  at  t h i s  t i m e .  T h e  n a t u r e  o f  a n y  t e s t  t h a t  m i g h t  be us ed  w i l l  be 
n o n - t h r e a t e n i n g .  N o  a t t e m p t  w i l l  be m a d e  t o  o b t a i n  a n y  k i n d  o f  p e r s o n a l i t y  
p r o f i l e  o n  a ny  c h i l d ,  and a l l  r e s u l t s  w i l l  be  k e p t  s t r i c t l y  c o n f i d e n t i a l  and 
a n o n y m o u s .  I  w i l l  be  m o r e  t h a n  h a p p y  to  s h a r e  th e  r e s u l t s  I  o b t a i n  w i t h  the 
s c h o o l  s y s t e m  as w e l l  as  w i t h  t h e  p a r e n t s  o f  t h e  c h i l d r e n  i n v o l v e d .  T h e  a m o u n t  
o f  t i m e  t o  be used  f o r  t h i s  e v a l u a t i o n  w o u l d  be k e p t  a t  a m i n i m u m  and 
h o p e f u l l y  w o u l d  n o t  e x c e e d  m o r e  t h a n  one h a l f  h o u r .  T h i s  w o u l d  be c o n d u c t e d  
d u r i n g  t h e  c o u r s e  t i m e .  T h e r e  w o u l d  be  no a t t e m p t  to  m a n u f a c t u r e  a 
s i t u a t i o n  i n  the i n d i v i d u a l  c l a s s r o o m s  in  o r d e r  to p r o v i d e  d a ta  b y  w h i c h  to 
e v a l u a t e  t h e  s u c c e s s  o f  t h e  p r o g r a m .
D r .  R u t h  M u l l i k e n ,  p r o f e s s o r ,  S c h o o l  o f  E d u c a t i o n ,  C o l l e g e  o f  W i l l i a m  
and M a r y ,  i s  m y  d o c t o r a l  a d v i s o r  and is  e n t h u s e d  o v e r  th e  p r o s p e c t s  o f  t h i s  
p r o j e c t .
I  w o u l d  be m o r e  th a n  g l a d  to a n s w e r  a n y  q u e s t i o n s  y o u  m i g h t  h a v e  c o n c e r n i n g  
m y  r e q u e s t .  T h a n k  y o u  f o r  y o u r  c o n s i d e r a t i o n .
S i n c e r e l y ,
E l i z a b e l h  C.  S h i f f l e t t e
Appendix D
The College of William and Mary in Virginia
Williamsburg, Virginia 2.3185




It's SPRING! We've been doing our spring house cleaning and have 
decided that cleaning is no fun. What is fun is working wi th kids who 
like to work with television!
We have missed your bright, smiling face around the old studio. So 
we decided to run another workshop so we could work together again.
Since you're still in school, we can't meet as often as we would like: 
but there's always Saturday. We are tentatively scheduling this advanced 
workshop for April 21, 28, and May 5 for about four (A) hours each day. 
Since we are inviting alot of the children that we have worked with 
since this summer, we may have to run two worksbons, so we haven't set 
a definite time of day for us to meet.
As soon as we know how many children are interested, we will set 
a more definite time and let you know. We hope you will be able to 
join us for this Advanced Television Workshop. Please let us know right 
a<7ay if these dates are convenient for you and if you will be able to 
attend. There will be a $20 fee per child for this workshop; $30 for 
two members from the same family.
We will look forward to hearing from you!'
Sincerely,
im Slate and Liz Shifflette
1»»
.
College of William and Mary in Virginia
TELEVISION SERVICES 
Williamsburg, Virginia 2.3185
April 10, 1979 
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Dear
We are so glad that you will be able to join us for the Advanced 
Television Workshop to be held April 21, 28, and May 5. We will be 
running the workshop from 12:30 P.M. to 4:30 P.M. on each of those 
three Saturdays. We hope to make this an exciting experience for you.
We will look forward to seeing you April 211
Sincerely,
* vLiz and Jim
Appendix
PLEASE NOTE:
Copyrighted materials in this document 
have not been filmed at the request of 
the author. They are available for 
consultation, however, in the author’s 
university library.
These consist of pages:
BARCLAY CLASSROOM CLIMATE INVENTORY (APPENDIX E PAGES 184-192)
DIRECTIONS FOR SHEET C (PAGES 193-195)_ _ _ _ _ _ _ _ _ _ _ _ _ _
INTERACTION PROCESS ANALYSIS RATING SHEET (PAGE 196)
CPQ, FORM A WHAT YOU DO AND WHAT YOU THINK (PAGES 197-204) 
DEFINITION OF BALES' INTERACTION PROCESS ANALYSIS CATEGORIES 









Rater Training and Reliability
Kerlinger (1973) has stated« "The major problem of behavioral 
observation is the observer himself (p. 538)." To alleviate this problem, 
the training procedures for the study were taken from Bales' (1951) 
manual explaining the use of the Interaction Process Analysis.
Raters utilized in this investigation were two graduate students 
in education who were paid for their services. The training was conduct­
ed by the investigator and consisted of the following stepsi
1. A meeting was held with the raters. At this time a brief 
verbal introduction of the Interaction Process Analysis, a scoring out­
line (see Appendis £), aund a description of the scoring categories were 
provided to the raters.
2. An individual meeting between each rater and the trainer took 
place to discuss the interaction categories to be used and the Interac­
tion Process Analysis scoring form.
3. An appointment for each rater to view and rate the training 
videotape, a simulated class meeting of seventh grade students, was 
established.
k. The training tape was rated by the two raters.
Training continued until inter-rater reliability of above 80% was 
established. Reliability was determined through the use of the Spearman 
rank-order correlation. After the raw scores of each rater on the 
twelve categories of the Bales' IPA were obtained for each of the six 
training subjects, the data were subjected to a Spearman rank-order 
correlation analysis. The resulting correlation coefficients may be 
found in Table 20.
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Barcaly Classroom Climate Inventory
Peer Scales— Raw Scores
Control Experimental
GSC G-TOT GO GSC G-TOT
4 19 9 12 64
8 24 1 6 24
2 27 0 4 17
5 16 1 6 26
4 17 2 7 47
6 10 0 2 28
12 25 4 1 14
12 64 0 9 20

















Barc&ly Classroom Climate Inventory
Teacher Scales— Raw Scores
Control Group
Pretest Fosttest
TR? TR8 MEL CHL PHL SAN TR7 TR8 MEL CHL PHL SAN
6 3 4 0 1 1 5 3 1 0 3 1
4 1 2 0 0 2 8 0 0 0 1 4
12 1 1 0 1 3 14 0 0 0 1 4
13 0 0 0 3 3 13 0 0 0 3 3
1 3 3 0 1 1 4 3 3 0 3 2
10 0 0 0 5 3 14 0 0 0 3 5
10 0 1 0 1 3 18 0 0 0 3 8
6 0 0 0 0 2 12 0 0 0 2 4
8 1 1 0 2 2 12 0 0 0 3 4
Experimental Group
31 1 0 1 7 10 26 0 0 2 7 7
2 8 1 3 0 2 5 1 0 1 1 3
3 3 2 0 0 1 8 0 0 0 2 2
0 8 4 1 0 0 2 0 0 0 0 1
20 1 0 1 3 8 20 1 0 1 3 8
4 3 1 2 0 3 7 2 0 0 0 3
10 3 1 0 3 4 19 0 0 0 3 7
15 0 0 0 5 7 24 0 0 0 6 7
0 10 3 2 0 0 19 0 0 0 4 7
22 0 0 0 5 7 24 0 0 0 5 8
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Barclay Classroom Climate Inventory




TR? TR8 MEL SAN CHL PHL
18 0 0 6 0 8
11 1 0 7 2 2
I** 0 0 6 0 k
12 0 0 4 0 5
2 5 k 1 1 0
18 0 0 7 0 8
16 0 0 7 0 7
10 0 0 k 0 4
10 0 0 3 0 3
Low 19 0 0 6 0 9
Independent 21 0 0 8 0 8
5 6 2 5 3 0
16 0 0 8 0 6
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ABSTRACT
USING A STRUCTURED GROUP EXPERIENCE TO ENHANCE THE GROUP INTERACTION 
AND LEADERSHIP SKILLS OF GIFTED CHILDREN,
SHIFFLETTS, ELIZABETH CHILCOTT, Ed.D.
CHAIRMANi DR. RUTH K. MULLIKEN
The primary purpose of this investigation was to assess the 
differential effeots of a structured group experience in television 
production on the group interaction and leadership behaviors, peer 
ratings, and teacher evaluations of a select group of gifted elementary 
school students. The secondary prupose was to assess the differential 
display of group Interaction and leadership behaviors and differences 
in teacher evaluations of gifted children who had been designated as 
high or low independent on the basis of their scores on the Children's 
Personality Questionnaire.
The research sample for the primary phase consisted of 20 gifted 
children from the fourth, fifth, and sixth grades in the Williamsburg- 
James City County public schools. The subjects (12 males and 8 females) 
were self-selected into two groupsi ine which served as the treatment 
condition and one as the control condition. The treatment condition 
involved the children's participation in a Television Production 
Workshop i a workshop in Logic and Problem Solving served as the control 
condition,
A Non-equivalent Control Group Design was used for this phase of 
the study. During the third week of treatment and during the next to 
the last week of treatment, videotapes were made of all subjects 
working in groupst these interactions were analysed using the 
Interaction Process Analysis (IPA, Bales, 1950). Teachers and peers 
rated the subjects during the final week of treatment using the 
Barclay Classroom Climate Inventory (BCCI, Barclay, 1978).
The Mann-Whitney U Teat was used for analysing all the data to 
determine if significant differences existed between the experimental 
and control groups in the areas of the number of group interaction 
behaviors displayed, the number of leadership behaviors displayed, the 
ratings of peers, and the ratings of teachers. All hypotheses were 
tested at the .05 level of significance.
Major findings included the followingi
1. A statistically significant difference was observed between 
the experimental group and the control group on three scales of the IPA. 
The treatment group showed more gain in the number of opinion-giving 
behaviors displayed, but less in the number of orientation-giving and 
orientation-seeking behaviors displayed.
2. A statistically significant difference was observed between 
the treatment group and the control group in the number of negative 
adjectives used to describe the children by their teachers. The 
treatment group showed less change in the total number of negative 
adjectives chosen to describe them.
Additional analyses of this phase indicated that 1) males within 
the treatment group displayed a significantly higher number of behaviors 
related to tension release, joking, and laughing prior to treatment.
and 2) the 11-year-old children within the experimental group displayed 
significantly aore suggestion-giving, orientation-seeking behaviors 
prior to treatment1 aore opinion-giving behaviors following treatment; 
and were rated signifieantly aore positively overall by teachers 
following treataent.
The research sample for the secondary phase consisted of 13 
gifted children who ranged in age from 10 to 13 years and lived in the
Peninsula area of Virginia* The subjects (11 sales and 2 feaales) all
had prior aedia experience and all experienced the same treataent 
condition, an advanoed Television Production Workshop.
A Criterion-Group Design was used for this phase of the study. 
During the first and seoond class Beatings videotapes were made of the 
subjects working within groups on projects1 these interactions were 
analysed using the IPX. A teaoher rated the subjects at the end of the 
workshop using the BCGI.
The Mann-Whitney U Test was used for analysing all the data to 
determine if significant differences existed between the two criterion 
groups in the number of group interaction behaviors displayed, the
number of leadership behaviors displayed, and the ratings of a teacher*
All hypotheses were tested at the .05 level of significance.
No statistically significant differences were found to exist 
among the two criterion grups on any of these variables. Additional 
analyses of these data indicated no statistically significant differences 
existed aaong the subjects when these variables were compared on the 
basis of age or sex.
In essence, the results of this investigation support the conten­
tion that some group interaction skills, leadership behaviors, and 
measures of teacher evaluation can be enhanced or influenced by a 
structured group experience designed to focus on the development of 
these particular skills.
